
Report No. 6934

Education Policies for Sub-Saharan Africa:
Adjustment, Revitalization, and Expansion
september 15, 1987

Education and Ermployment Division
Population and Human Resources Department
Policy, Planning and Research

FOR OFFICIAL USE ONLY

Document of the World Bank

This document has a restricted distribution and may be used by recipients
only in the performance of their official duties. Its contents may not otherwise
be disclosed without World Bank authorization.

. K

P
ub

lic
 D

is
cl

os
ur

e 
A

ut
ho

riz
ed

P
ub

lic
 D

is
cl

os
ur

e 
A

ut
ho

riz
ed

P
ub

lic
 D

is
cl

os
ur

e 
A

ut
ho

riz
ed

P
ub

lic
 D

is
cl

os
ur

e 
A

ut
ho

riz
ed

P
ub

lic
 D

is
cl

os
ur

e 
A

ut
ho

riz
ed

P
ub

lic
 D

is
cl

os
ur

e 
A

ut
ho

riz
ed

P
ub

lic
 D

is
cl

os
ur

e 
A

ut
ho

riz
ed

P
ub

lic
 D

is
cl

os
ur

e 
A

ut
ho

riz
ed



FOR OrICIAL usr ONLY

This paper was prepared by Peter R. Moock, task leader,
and Ralph W. Harbison, under the general direction of Aklilu
Habte and the immediate supervision of Dean T. Jamison. Janet
Leno drafted many of the Boxes and provided writing and editorial
as.stanc.e throughjut. Rosemary Bell.w had principal
responsibility for preparing the Statistical Annex. Birger
Fredriksen and John Middleton wrote the initial drafts of
Chapters 4 and 7, respectively. A number of background papers
were commissioned, and they are noted in the Bibliography.
Others who contributed importantly to this effort include Wadi
Haddad, Kenneth King (University of Edinburg), and Adriaan
Verspoor.

Thanks to financial assistance from the Norwegian
Ministry of Development Co-operation, this paper has benefited
from the comments received on an earlier draft from African
policymakers at two international meetings held in Ethiopia and
Cote d'Ivoite in early 1987.

The judgments expressed in this paper do not necessarily
reflect the views of the World Lank's management or those of its
board of executive directors or of the governments that they
represent. The maps used in this docu&ent are solely for the
convenience of the reader and do not imply the expression of any
opinion whatsoever on the part of the World Bank or its
affiliates concerning the legal status of any country, territory,
city, area, or of its authorities, or concerning the delimitation
of its boundaries or national affiliation.

This document has a restricted distribution and may be used by recipients only in the performance
of their official duties. Its contents may not otherwise be disclosed without World Bank authorization.



CONTENTS

EXECUTIVE SUARY X

INTRODCTION 1

PART ONE: THE POLICY CONTEXT 3

Chapter 1. The Remarcable Progress of African Education 4

1.1 Education prior to independence 4
1.2 Advances in education after 1960 6
1.3 Expenditure on education 10

(a) Public domestic expenditure on education 10
(b) Private spending on education 13
(c) Foreign aid flows to African education 14

Chapter 2. Education and the External Environment: A Cy-le of 15
Deteriorating Prospects

2 *.1 The demographic challenge 15
2.2 Macroeconomic adjustment and fiscal austerity 20
2.3 Investment in education: breaking the cycle of 20

deteriorating prospects?
(a) Education and labor productivity 22
(b) Lowered fertility and other nonmarket 25

benefits of education
(c) Education and economic growth: 26

macroeconomic evidence

Chapter 3. Major Problems: Enrolluent Stagnation and 31
Quality Decline

3.1 Enrollment stagnation 31
(a) School enrollments 32
(b) Adult literacy and training 33
(c) Expansion and equity 35

3.2 Declining education quality 36
(a) The nature and importance of quality 36
(b) Evidence of declining quality 38



- ii -

PART TWO: POLICY OPTIONS FOR AFRICAN GOVERNMENTS 43

Chapter 4. The Foundationt Primary Education 46

4.1 Measures to improve school qcality 47
(a) Training and use of teachers 47
(b) Instructional materials 50
(c) Physical facilities 53
(d) Language of instruction 53
(e) Nutrition and health: ensuring teachable pupils 56
(f) Summary 57

4.2 Unit cost containment 58
(a) Teachers' salaries 58
(b) More intensive use of teachers 59
(c) Reduction in repetition and dropout 63
(d) Appropriate construction standards 65

4.3 Mobilizing resources for primary education 65

Chapter 5. Consolidation of Competence: Secondary 71
Education and Training

5.1 Meeting the demand for expansion by reducing unit costs 75
(a) Distance education: self-study schools 76

and extramural programs
(b) Day schools 79

5.2 Issues of equity: increased participation of females 83
5.3 Training for vocational competence 85
5.4 Financing secondary education and training 89

(a) Cost-sharing in ,ublic secondary schools 89
(b) The role of private schools 92
(c) Financing training 93

Chapter 6. Preparation for Responsibility: Higher Education 94

6.1 The challenge and the promise 95
6.2 Issues in higher education 96

(a) Inappropriate output mix 97
(b) Low quality 103
(c) High costs 105
(d) Inequitable and inefficient finance 109

6.3 A program for structural adjustment of higher education 110
(a) Improved quality 110
(b) Increased efficiency 111
(c) Constrained output 112
(d) Expanded cost-sharing with beneficiaries 113
(e) Feasibility 113



- iii -

Chapter 7. Using Resources Wells The Mandate 115
for Educational Managers

7.1 Improving organizational structure 116
(a) School management 116
(b) Decentralization of policy implementation 117
(c) Structural simplification for policy development 120

7.2 Improving information: testing, statistical, 121
and accounting systems

(a) .ducational testing 121
(b) Statistical and accounting systems 122

7.3 Strengthening analytic capacity 124
7.4 Managerial staff development 125
7.5 Priorities and resource requirements 128

PART THREE: AN AGENDA FOR ACTION 130

Chapter S. Policy Packages for Educational Development 131

8.1 Adjustment 133
(a) Diversifying sources of finance 133
(b) Unit cost contaiament 134

8.2 Revitalization: restoring quality 136
(a) Instructional materials 137
(b) Academic standards 138
(c) Operation and maintenance of physical 138

plant and equipment
8.3 Selective expansion 138

(a) Renewed progress toward universal 139
primary education

(b) Distance education programs 140
(c) Training 140
(d) Research and postgraduate education 141

8.4. The task of policy design and implementation 142



- iv -

Chapter 9. International Assistance for African 143
Educational Development

9.1 Aid to education In the recent past 143
9.2 The comparative advantage of aid: past and present 147
9.3 International assistance for policy design 151

and Implementation
(a) Support for development of national programs 151
(b) Organizing international support for 153

program implementation
9.4 Future allocations of aid to African education 154

(a) Aid for revitalization 154
(b) Aid for selective expansion 155

9.5 Call to action 159

Bibliography 160

Definitions and Acronyms 170

Footnotes 174

STATISTICAL AMNEX 179



~~~~~- v 

INSEZ1D TABLES. FIGUES, AND BOXES

Tables

1.1 School enrollments and enrollment ratios, 1980 and 1983
1.2 Indicators of educational progress
2.1 Sub-Saharan Africa prliary and secondary populatlons and enrollments, actual (1983) and projected

(2000)
2.2 The cost lopi catlors of maintalning 1983's enrollment ratio throug the year 2000
3.1 Fubilc recurrent expenditure per student In aLb-Saharmn Africa, 1970-1983
4.1 Mbdim of Instructlon by former oolonlal status
4.2 Primary anrollment ratios and prlwy education's sharoe In the educatIon bulgt
5.1 Enrollment characterIstics and education exPenditure by secondary enrollment groups
5.2 Three uses for distanco education
5.3 lhe relative per student costs of day schools, boarding schocls, aid self-study schools for

secondary uation in Malawi
8.1 Ratios of graduate startirg salaries to Per capita income
6.2 Index of starting salarles In pubilc servioe by educatlon level (*Om level * 100)
8.3 LUit costs of public education at the various levels as percentage of Per capita GNP
8.4 Pubilc expenditure per student In tertiary education as multiple of pubic expenditure per puPIl

at lower levels
9.1 Estimated annual xternal resc.roe flows to African education and training by dbnor group and

use, 1981-1983 average
9.2 Direct educatIon aid by recipient group and expenditure category, 1981-1983 average
9.3 Dlrect education aid by level ard source, 1981-1983 average
9.4 Al location of direct education ald by cperEditure category c.id source, 1981-1983 average

Fiaures

1.1 PublIc education epniture as a percentagp of natlonal Income, Africa and eisewhere
2.1 Sub-Saharan Africa population age structure, 1984
2.2 Grawth of school-age populations, 1965-1984 and 1984-2000

Boxes

1.1 Aggregate publIc domestlc expenditure on education In sub-Saharan Africa
2.1 Relative rates of return to primary an secondary education In Kenya
2.2 Education and mortallty decline: research from Nipria, Ghana, and Sudan
2.3 Edi±oatlon and economlc growth In sub-Sahartn Africa
3.1 The story of Ziibabw
3.2 Are cogiltive outcomes really Important? The Interplay of ability, skills, and schoolIng
4.1 Olstance learning for teachers In Tanzania
4.2 Interactive educatIonal radio In Keny,a
4.3 Reducing teacher costs In Burkina Faso
4.4 ReducIng per pupil costs through double-shifting In Senegal
4.5 Low-cost school construction In Francoovone Africa



- vi -

5.1 Pollcles toard secondary edcatlon
5.2 An alternatlve route to secondary quallfIeatlone In Malawi
5.3 Cormnity financing of secondary schools In Zambla
6.1 Utilization and earnlins of university technilcal graduates In Cote d'lvolre
6.2 CrlsIs of qLallty In hlher edueatlon
7.1 Management of reform In Ethiopia
7.2 ExaminatIon reform In Kenya
7.3 Livling standards surveys (LSS)



- vii -

SIATISTICAL ANNEX

Part A. Education Indicators

A.1 Prlmary enrollment
A.2 Secondary enrol lmnt
A.3 Distribution of secondary enrollment by type of ecatlon
A.4 Tertiary enrollment
A.5 Distribution of terttdry enrollment by field of study
A.6 Total enrollment
A.7 Primary enrollment ratios
A.8 Secondary enrollment ratios
A.9 Tertiary enrollment ratlos

A.10 Teachers and schools
A. 11 Student-teactwr ratios
A.12 Student flow an off icIency Indicators
A.13 Percentage of students enrolled in private schools
A. 14 Total publIc expenditure on e ucation
A.15 Distribution of total public expendIture on educatlon by component (recurrent or capItal)
A.16 Publ Ic recurrent apendIlture on education by level of educatlon
A.17 Pubilc recurrent expenditure per prl,ary pupiI
A.18 PublIc recurrent expenditure per secondary student
A.19 Public recurrent expendlture per tertiary student
A.2D Distributlon of prlaary public recurrent expWnditure by purpose
A.21 Distribution of secondary public recurrent expendIture by purpose
A.22 Distributlon of tertiary public recurrent expenditure by purpose
A.23 Primary and secondary teachers' average salaries
A.24 External aid to African education and traIning by donor group, 1981-83 average
A.25 Concessional education sector aid from OECD and OPEC members by recipient ocutry, 1981-83

average
A.28 External educatlon sector aid from OECD and OPEC donors by level and type of educatlon
A.27 External eduatlon ald from OECD and OPEC donors by purpose
A.28 External pubiIc debt of the soucation sector

Part B. Social and Economic Indicators

B.1 Basic Indicators
B.2 Languages of sub-Saharan Africa
B.3 Population growth and projections
B.4 School-age population growth and projectlonm
B.5 Demography and fertillty
B.6 Urbanizatlon
8.7 Labor Force
B.8 Growth of production
8.9 Central gDverrment expenditure
B.10 Disbursements of officlal development assistance
8.11 External pubilc debt service ratios



- viii -

Part C. Supplemntary and Suwmay Tables

C.1 Selected comwarative statistlcc for countries with population
under one-half million people

C.2 Enrollments In sub-Saluran Africa
C.3 Estimated average years of education attended by working ae population
C.4 Literacy
C.5 Cross-natlonal comparisons of achlevement In mathematics, readlg,

and sclence
C.6 Countries grouped by gross prlmary enrollment ratios
Cl7 Enrollment characterlstics and educatIon expenditure by secondary

enrollment groups
C.8 Un it cost IndIcators of secondary enrollment groups
C.9 Percentage of natIonals among teachIng staff In post-prImary

education



- ix -

USCUTIVE SUI@(&Y

Since their independenqe, the nations of sub-Saharan Africa have
invested heavily in education.- In many African countries, however,
enrollments have stagnated recently, and the quality of education has
apparently declined. These reversals have occurred in an environment
characterized by unprecedented population growth, mounting fiscal
austerity, and often tenuous political and administrative institutions.
Each of these factors has hurt education, and the ensuing deterioration in
educational services has made it more difficult to solve the region's
economic and social problems, thus fueling a cycle of eroding prospects for
the people of the region. To break this cycle, there is value in
identifying policies that will renew progress in Africa's education and
training.

Any discussion of policies and priorities for a region as vast and
diverse as sub-Saharan Africa naturally runs the risk of overstating
commonalities and understating differences. The educational achievements
and aspirations of individual countries and the socio-economic and
political constraints within countries vary too much for any single
comprehensive set of measures to be completely or uniformly applicable.
This paper is about diverse and variably applicable golicies for African
educational d4velopment, not about a monolithic and universally applicable
2olicy. In the end, national authorities in each country must decide the
priorities for educational investments and tailor those investments to the
country's specific needs, conditions, and aspirations. This paper is
intended 4o provide a framework that may assist African policymakers in
this process.

Educational development in Africa -- past progress and the current challenge

African societies have a long and rich history of education and
training. Indigenous education was practiced by all groups and remains an
important transmitter of cultural identity from one generation to the next.
Pre-colonia' Christianity and Islam, with their roots extending back
centuries, had a pervasive influence on community life and perceptions in
many parts of the region.

In the colonial era, missionaries and metropolitan governments
opened up a network of Western-type schools in Africa. The administration
of education systems was dominated, however, by expatriates, as was
teaching beyond the primary level. Moreover, during this period, access to
education was quite limited, especially in the thinly populated areas of
French West Africa. By 1960, the gross primary enrollment ratio in all of
sub-Saharan Africa was still only 36%. This was about half the levels then
found in Asia and Latin America. Many countries -- including The Gambia,
Cote d'Ivoire, and Senegal in West Africa and Tanzania and Somalia in East
Africa -- had literacy rates below 10% at the time of independence.

11 Most of the discussion and all of the Africa-wide statistics in
this paper refer to thirty-nine countries south of the Sahara. Whenever tlte
term "Africa" or 'African" is used, it refers only to these countries and their
residents.
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Progress since independence. The systems of education inherited
by the African nations at the time of independence were thus quite
inadequate to meet the needs of self-governance and rapid economic growth.
From this low starting point, the progress achieved in African education
has been spectacular. Quantitative expansion has been particularly
impressive. Between 1960 and 1983, the number of students enrolled in
African institutions at all levels quintupled to about 63 million students.
Enrollments increased about 9% annually during the 1970s, double the rate
in Asia and triple that in Latin America. At the primary level, the gross
enrollment ratio rose from 36% in 1960 to 75% in 1983. At the tertiary
level, the number of students enrolled in African institutions had reached
437,000 by 1983, growing from just 21,000 in 1960. The substantial
expansion of education since independence has allowed the increased
participation of some groups who had little or no prior access to formal
education.

The consequence of this massive educational expansion has been a
substantial deepening of the human capital stock. The estimated average
educational attainment of working age men and women in the median African
country increased from less than half a year in 1960 to more than three
years in the early 1980s. The adult literacy rate in the median country
rose from about 9% to 42%.

The current challenge. The advances since the early 1960s are now
seriously threatened -- in part by circumstances outside education.
Africa's explosive population growth greeUly increases the number of
children seeking access to schools and the number of potential illiterates.
Between 1970 and 1980 Africa's population grew at 2.9% a year, a full
percentage point higher than the worldwide rate. Between 1980 and the end
of the century, Africa's population is projected to grow at 3.2% a year,
its primary and secondary school-age population at 3.3X. If the growth of
educational places is to keep pace with the growth of the school-age
population, more schools, teachers, books, and other inputs are required
each year. This requirement comes at a time when the re ent economic
decline has necessitated significant cutbacks in public spending. Public
spending on education in Africa has not been spared, declining from $10
billion in 1980 to $8.9 billion in 1983. These fundamental facts sharply
constrain the options open to policymakers and have serious implications
for African education policy.

The main educ4tional issues in Africa today are the stagnation of
enrollments and the erosion of quality. Although total enrollments in
sub-Saharan Africa grew at an average annual rate of 6.5% during 1960-70
and 8.9% during 1970-80, the rate of increase plummeted to 4.2% in the
first three years of the 1980s. The slowing of enrollment growth affected
all levels of education but was most evident at the primary level, where
the rate of growth fell from 8.4% a year during 1970-80 to 2.9% in 1980-83.
If the population of primary school-age children increaAes at the projected
average annual rate of 3.3%, a 2.9% increase in enrollments will not even
keep race. And so long as enrollments stagnate, there is little likelihood
that current inequalities in access to education can be eliminated.
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Complicating the problems of stagnant enrollments are the low
levels and recent erosions of educational quality. Levels of cognitive
achievement among African students are low by world standards, and there is
some suggestion of further decline recently. Much of the evidence is
indirect, focusing on critically low levels of key inputs (especially books
and other learning materials) and on recent decline ir the use of
these inputs relative to that of teacher time and physical facilities.
Less is known on the output side. But the performance of African students
in cross-national studies of academic achievement has been sufficiently
poor to be a major cause for concern.

Addressing these issues of stagnation and low quality will require
additlonal resources. More important, it will require profound changes in
educational policy for many countries. Indeed, for most African countries,
the first will not be obtainable without the second.

A Dolicy framework -- adiustment, revitalization, and selective expansion

Hard decisions on education policy should not be postponed. In
most African countries the cost would be continued enrollment stagnation
and quality decline through the 1990s. This paper urgently recommends that
each African nation now embrace the task of formulating and implementing an
internally coherent set of policies that reflects the nation's unique
history and aspirations and one that will effectively address its own
recently exacerbated problems in the education and training sector. While
the particulars of the policy packages that emerge from this exercise would
vary from one country to the next, it is nonetheless clear that every
country-specific package will need to contain, in varying proportions,
elements of policy along three distinct dimensions. These three are
adjustment, revitalization, and selective expansion. Moreover, if new
policies are in fact to be implemented, management practices will need to
be impro'ved.

Although undoubtedly painful and politically difficult, adjustment
policies wil1 alleviate the burden of education and training on public
budgets. Measures for revitalization and expansion, on the other hand,
will certainly require an incremental flow of resources. Thus, in the
context of ongoing austerity in Africa, resolute movement toward adjustment
is a necessary condition for implementing forward-looking policies on the
other two dimensions.

Adiustment to current uemographic and fiscal realities, though it
will be difficult, is essential if the disruptive effects of these external
factors are to be minimized in the years ahead. Adjustment will take two
main forms:

o Diversifying sources of finance. This will be a necessary part of
country-specific policy packages. This diversification can be
achieved through increased cost-sharing in public education and
through increased official tolerance and encouragement of
nongovernmental suppliers of educational services.
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o Unit cost containment. The rigorous containment of unit costs will
be just as important in the adjustment process, and in many
countries, probably more .important, than policies to diversify
sources of finance. The most promising areas for the containment of
costs are teachers' salrice, teacher utilization, construction
standards, and student repetition and dropout behavior.

Revitalization of the educational infrastructure that now exists,
in order to restore quality, is the second dimension of a properly
conceived educational strategy. This involves a renewed focus on the
fundamentals of educational provision so that maximum advantage is
extracted from the current capacity of education and training systems.
Three kinds of measures are necessary for the reitoration of quality:

o Academic standards. There must be a renewed commitment to
standards, principally through the strengthening of examination
systems.

O Instructional materials. Efforts should be made to restore an
efficient mix of inputs in education. The provision of a minimum
package of textbooks and other learning materials is usually the
most pressing need in this respect.

O Operation and maintenance of Rhysical Plant and equipment. Greater
investment must be made in the maintenance of physical plant and
equipment, and there is a need for greater expenditure on other
Inputs that would result in increased utilization of these capital
assets.

Selective expansion to address needs for further educational
services is the third dimension of any complete strategy for educational
development. Measures in this area, viable only after measures of
adjustment and revitalization have begun to take hold, will concentrate in
four areas; success in all will depend upon a general effort to safeguard
the quality of instructional staff at all levels.

O Renewed progress toward universal primary education. Expanding
access to primary education is the new investment that will bring
the highest economic and social returns in many countries.

o Distance education programs. At the secondary level, and later on
at the tertiary, expansion of enrollments in selected subjects and
streams will be necessary in most countries in the years ahead. To
accommodate these increases in post-primary education, most
countries will need to consider alternative delivery modes that
shift more of the burden for learning onto the students themselves;
now is the time to begin planning for such programs and developing
their requisite support infrastructure (correspondence materials,
radio programs9 and examinations systems).
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o Traininz. The amount of training that occurs once individuals have
entered the labor force must be increased; this training should
serve both school leavers and also those who have had no exposure to
formal schooling, so that individuals can acquire the necessary
job-related skills and renew these skills during their working
lifetime in response to changing market conditions.

o Research and postgraduate education. Expansion of African capacity
to produce its own intellectual talent to fill the highest
scientific and technical jobs in educational establishments, in
government, and in the private sector is an important matter to be
addressed in building for Africa's future.

For most African countries, the formulation of a comprehensive and
coherent education development program, derived from a balanced package of
policies for adjustment, revitalization, and selective expansion, will be a
new experience. Each country will organize for the task in its own way. In
many countries, however, a fruitful approach to policy design might be
expected to include the following: establishing a national commission to
oversee the work; constituting a technical staff to support the commission;
for both, drawing upon the best political judgment and analytical talent
from ministries of finance and planning as well as education, and from the
nation's institutions of tertiary education and research; building a
national consensus through public debate of emerging findings and
recommendations; and taking advantage of the experience of other African
countries in developing the nation's own education development strategies.
All such activities would, of course, entail costs, and these would need to
be financed. Budgetary resources would have to be sufficient to cover not
only the personnel costs of the national commission but also its operating
expenses for travel, communications, publications, and specialized
contractual services (such as data collection and processing, expert
technical consultants, targeted research and analysis).

While careful elaboration of education development programs is
urgent and essential, African capacity for implementation will ultimately
determine their impact. Improvement in education management is a necessary
concomitant to policy reform and must be given immediate and continuing
attention.

Here the most important measures involve the potential returns to
downward and outward delegation of various administrative functions. While
some functions must appropriately remain at the central ministry level, and
the performance of these functions will need to be improved, the toughest
challenge to improving management lies closer to the classroom, at the
level of individual schools and districts. African policymakers should
consider how, with adequate safeguards against abuses, schools and the
local communities they serve can be given increased authority in the
acquisition and utilization of the resources essential to eff-ective
classroom teaching and learning.

In addition, central ministries must tend more seriously to their
own management development needs, especially in the areas of performance
monitoring and policy planning and analysis. Improvements in examination
systems (which was mentioned above with reference both to academic
standards and to distance education), in the nature and timely availability
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of statistical and financial accounting information, and in the numbers and
qualificattons of staff engaged in full-time analytical work are among the
necessary measures. Incentives in many ministries of education are
insufficient to attract, motivate, and retain able staff. Governments
comnitted not only to formulation of an educational development pt)gram but
also to its expeditious implementation will have imaginatively to address
the issue of incentives at all levels of the educational system.

Policy options by level of education

The mix of adjustment, revitalization, and expansion components
that is appropriate in light of country-specific conditions and goals can
be expected to differ. Within a country, the mix will differ also among
levels of education.

At the primary level in most African countries, there is only
limited scope for adjustment, in the form of either lowered unit costs or
increased cost sharing. There is, however, good potential for improvements
in the quality of output, that is, for revitalizing primary education,
through a shift in the input mix toward textbooks and learning materials.
At the secondary level there is far more scope for containing unit costs
-- partly through making fuller use of available resources and partly
through switching to cheaper ways of providing services. Higher education
poses a set of problems uniquely its own. Rapid expansion has left in its
wake an abundance of institutions, programs, and graduates that are often
of low quality and dubious relevance. Modest consolidation, an adjustment
measure that would lower unit costs, and increased cost sharing are the
first steps on the road to higher education's revitalization, which should
be regarded as a prerequisite for any further expansion of the sub-sector.

Primary education. During the 1960s and 1970s some analysts
warned that sub-Saharan Africa's preoccupation with the quantity of
education would lead to a serious deterioration in quality. In the
countries where educational standards have deteriorated most, tile choice
between expansion and quality is no longer an either-or choice. Without
some basic revitalizing inputs, particularly textbooks and instructional
materials, almost no learning can be expected to occur. Ensuring the
availability of essential inputs is a prerequisite both for quality
improvement and for expansion. Beyond this minimal level, however, is the
question of finding for each country an appropriate balance of quality and
enrollment -- of identifying efficient approaches to qualitative
enhancement and quantitative expansion, and of financing improvements in
both.

A review of possible measures for improving the quality of primary
education results in two broad conclusions:

o First, the safest investment in educational quality in most
countries is to make sure that there are enough books and supplies.
These materials are effective in raising test scores and, almost
invariably, have been underfunded relative to tecachers' salaries.
This is also an area where external aid has a comparative advantage.
Other areas that appear to have the potential to improve quality
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include school feeding and health programs, intensive use of radio,
in-service education of teachers in subject matter, and strengthened
inspection and supervision systems.

o Second, some investments are not likely to a have a noticeable
effect on primary school quality despite their potentially high
costs. These investments include reducing class size (within the
range between 25 and 50), providing primary teachers with more than
a general secondary education, providing teachers with more than
minimal exposure to pedagogical theory, constructing high-quality
buildings, and introducing classroom televisions or computers.

Even with no quality improvements (and assuming no improvements in
efficiency), the resources devoted to the primary level would need to
increase more than 3% a year just to keep pace with population growth.
There is, however, little likelihood of reducing unit recurrent costs at
this level significantly, especially if countries hope also to improve the
quality of education. There is more scope for reducing unit capital costs,
but even so, it is unlikely that overall per pupil costs can be reduced
very much at the primary level. Thus, the further growth of primary
education will require additional resources.

Secondary education and training. Can adjustment measures at the
secondary level generate sufficient savings to provide the necessary
nonsalary recurrent inputs (books and supplies) and achieve significant
capacity expansion? Substantial economies are possible in the operation of
regular schools. There can also be economies from reductions in boarding.
And most significant, there can be economies from the creation of distance
education systems combining radio and correspondence techniques that would
allow expansion of reasonable quality secondary education to many more
communities than could be reached in any other way for the same price.

Beyond this general support for expanding access to secondary
education, African governments should give serious consideration to
policies designed to remedy existing inequalities in school participation.
Females are the largest underrepresented group. Small, community-based
schools (whether relying on distance education or not) will tend to attract
girls more readily than larger schools located in urban centers and at
greater average distances from homes. Although smaller conventtonal
schools may imply higher unit costs, this is not necessarily trie if larger
schoola tend to include boarding facilities while smaller schooLa do not.
Increasing the number of female teachers may also attract more girls.
especially in Islamic areas.

Another set of issues to be addressed mainly at the secondary
level concerns the relevance of the curriculum to the needs of individuals
and societies. The main questions that many countries face are when and
how to make the transition from subjects that have broad vocational
relevance (language, mathematics, and science) to programs and subjects
tnat will prepare individuals for specific jobs or clusters of jobs.
International experience shows that a strong general education, which
schools provide efficiently, greatly enhances an individual's future
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trainability. It also shows that job-specific training is very important.
Such training usually is most efficiently provided after initial job
decisions have been made and in institutions under, or strongly influenced
by, the ultimate employer. Occupation-speciZic and job-specific training
need not provide individuals with degrees or credentials.

Because of the high costs and lack of vocational relevance of many
school-based approaches directed to specific jobs and occupations, there is
an urgent need to develop (through incentive schemes and technical
assistance) local capacity to provide on-the-job training, other firm-based
skills development programs, and industrial training centers. Governments
interested in laying the groundwork for a more technically-oriented economy
may also wish to consider placing heavy emphasis on general mathematics and
scientific skills iui the secondary and post-secondary curriculum. These
ptograms tend to be relatively inexpensive and are likely to prove more
conducive to economic growth than an emphasis on in-school vocational
education.

Hither education. Preparing and supporting people in positions of
responsibility -- in government, in business, and in the professions -- is
the central and essential role of the continent's universities. In numbers
at least, tne universitles have risen impressively to this challenge.
Enrollments grew from 21,000 in 1960 to more than 430,000 in 1983.

Higher education's contribution to development in Africa is being
threatened, however, by four Interrelated weaknesses. First, higher
education is now producing relatively too many graduates of programs of
dubious quality and relevance, and too little new knowledge and direct
development support. Second, the quality of these outputs shows
unistakable signs in many countries of having deteriorated so far as to
cast doubt on their fundamental effectiveness. Third, the costs of higher
education are needlessly high. Fourth, the pattern of financing higher
education is socially inequitable and economically inefficient.

Wherever the foregoing diagnosis of weaknesses in higher education
can be confirmed, policy reform should seek four objectivess (i) improving
quality; (ii) increasing efficiency; (iii) changing the output mix, which
may imply smaller enrollments in certain fields of study; and (iv)
relieving the burden on public sourcer of financing, by increasing the
participation of beneficiaries and their families. But quality
improvements, the first objective, will cost money. Thus, implementing
adjustment policies to achieve the other three objectives will, almost
everywhere in Africa, be a prerequisite for freeing the resources needed to
achieve the first.

The role of the International donor coumuity

This paper argues that adjustment measures are needed to alleviate
the burden of education and training on public budgets in Africa. The
"savings' generated from the lowering of unit costs and from increased cost
sharing and increased tolerance of private provision of educational
services can be used to help fund the necessary revitalization and ultimate
expansion of the sector.
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Regrettably, all such savings from adjustment measures will not be
sufficient, in most countries, to cover the very substantial resource
requirements of the policies needed to revitalize and build African
education to the extent essential for future development. International
aid will remain a critically important determinant of the pace of progress
of education in the region. However, the rapid evolution of African needs,
as summarized in the three dimensional framework for policy reform, demands
corresponding changes in the organization, nature, and level of
international aid for African educational development.

The pressing requirement is for aid in support of policy reform.
The international donor community should offer three related kinds of
support for the design of national policy.

o The first form of planning support is simple: seed money, quickly
provided, to cover both local and foreign costs of policy
development and management improvement. The willingness of
international donors to bear a part of these extraordinary expenses,
perhaps on a matching basis, would provide an important incentive to
African governments.

o The second kind of support the international community should
provide to an African country that embarks on a serious reform of
educational policy is to ensure ready access to the ongoing
experience of other countries in formulating and implementing such
reform. Intensive collaboration across countries, so that they
share their accumulated experience widely, will pay high dividends
as countries grapple with common issues.

o Third, the international donor community could establish and finance
a source of high-quality specialized technical expertise, without
financial or political ties to any government or international
donor. African governments could call on this source for help in
formulating policies at the outset and in monitoring, evaluating,
and correcting them during implementation.

Appropriate mechanisms do not now exist for meeting these three
interrelated needs for the improvement of policy development. The
requirement is for expeditious action to develop them. Any initiative iLl
this area that would take more than a year to adopt and implement would be
an inadequate response to the needs of African governments.

Beyond its assistance for policy development, the international
community should help finance the implementation of sound programs. These
programs will typically require more resources, sustained over a longer
period, than can be mobilized internally. Countries that have demonstrated
their willingness to address policy issues should have access to increased,
longer-term, and more flexibly offered international aid. To the extent
that a country's policy package involves thoroughgoing reform, there are
likely to be substantial one-time transition costs to a new and more
sustainable policy regime.
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The international commitment to the reform program must be seen
from the beginning as continuing, something that has been missing in the
past. In addition, the sum total of aid to different levels and
expenditure categories should reflect, at least in very rough terms, the
priorities given to these levels and categories in the national program. In
recent years, only 7% of international aid to African education has been
used for the support of primary education, as compared with 16% for general
secondary education, 33% for vocational/technical education (including
teacher training), and 34% for higher education. In terms of expenditure
categories, only 11% of aid has been used to support "operational costs",
consisting of local salaries, consumable supplies, and instructional
materials.

Why meet the challenge? The expected benefits of education and training

Greater investment in education and training can, at this time in
Africa's history, be expected to yield broad economic benefits. These
benefits include higher incomes and lower fertility. Assessments of labor
market returns to investments in education consistently find rates of
return above 10% and sometimes above 20% -- rates that compare favorably
with those in most sectors in Africa today. A recent study, undertaken in
preparing for this paper, on the development impact of educattonal
investments in 31 African countries over time corroborates the
microeconomic findings of education's high returns.

Increased investment in education can also be expected to reduce
fertility. In general, there is a strong negative relationship between how
much education a woman receives and the number of children she bears during
her lifetime. More-educated individuals, in addition to having fewer
children, tend to live healthier and longer lives. And numerous studies
have shown that parents' education, particularly that of the mother,
affects children's survival, as well as their physical and cognitive
development.

The benefits of education go far beyond those for incomes and
fertility, however. The rapid transition in Africa from colonial status to
self-government to participation in the international arena was possible
only because African educational systems produced people to replace
expatriates at all levels. The nurturing of leaders who can address the
increasingly complex tasks of nation-building is a continuing
responsibility of African education. In addition, the stock of human
capital in Africa will determine whether Africans can harness the universal
explosion of scientific and technical knowledge for the region's benefit --
or whether Africa will fall farther and farther behind. Above all,
education is a basic right, an end in itself, an intrinsic part of life and
development. When all of the benefits of education are considered, the
case for revitalization and expansion of schooling and training in Africa
is compelling, even in this period of unusual scarcity.



INTRODUCTION

Since their independen e, the nations of sub-Saharan Africa have
invested heavily in education.-7 The achievements in the sector have been
impressive both absolutely and in relation to other sectors and other countries
at other times. In many African countries, however, enrollments have stagnated
recently, and the quality of education has apparently declined.

These reversals have occurred in an environment characterized by
unprecedented population growth, mounting fiscal austerity, and tenuous
political and administrative institutions. Each of these factors has hurt
education in the region, and the ensuing deterioration in educational services
has made it more difficult to solve the region's economic and social problems,
fueling a cycle of eroding prospects for the people of the region. To break
this cycle, there must certainly be value in identifying policies that will
renew progress in Africa's education. The role of human skills in development
is critical.

The return to investment in human skills depends, nevertheless, on the
macroeconomic policy environment. The United Nations and iYe World Bank have
spelled out the essential ingredients of this environment.- And most African
governments have initiated the necessary economic reforms -- with some good
results. In 1986 real incomes per capita rose in low-income Africa for the
first time in the 1980s. To sustain this growth in personal income, however,
there must be a moderation of the region's unprecedented population growth. The
World Bank, in a 1986 paper on Population Growth and Policies in Sub-Saharan
Africa, summarized the widely accepted elements of population policy for Africa
and noted the very hopeful recent trends in government policy. Clearly, the
1980s mark an important transition for Africa's economic and demographic
policies in setting the context for productive investment.

Any discussion of policies and priorities for a region as vast and
diverse as sub-Saharan Africa naturally runs the risks of overstating
commonalities and understating differences. Readers of this paper will fully
appreciate the enormous diversity that exists among African countries along
several dimensions -- economic, political, institutional, cultural, linguistic,
educational, and (its importance should not be underestimated) the extent of a
country's own internal diversity. The many averages cited throughout the
paper, while they reflect the 39 most populous African countries, apply
specifically to none. Individual countries, country blocs, and language groups
will thus provide exceptions to all conclusions. In the end, national
authorities must decide the policies and priorities for educational investments
and tailor those investments to specific conditions, needs, and aspirations.
For these reasons, there is no attempt here to prescribe an education policy
for the continent -- that would be inap?ropriate and futile. Instead, the
focus is on generalizations -- on addressing trends and issues that, because of
their importance in many Africant countries, assume importance for the whole
continent.



This paper -- on investment in education and training -- is the first
in a series that the World Bank is preparing to stimulate discussion of
sectoral policies for Africa in the 1990s and beyond. It has three main
objectives. The first is to identify and describe common problems and issues
of educational development in Africa. The second is to provide leaders in each
country with comparative data and analytical tools for developing their own
policies and priorities. The third is to suggest specific policy directions
for consideration by national education authorities and by donors. The key
word here is "consideration." This paper will meet its objectives if it helps
initiate serious reflection and debate in Africa on future directions for the
sector.



PART ONEs THE POLICY CONTEXT

Discussion of policies for African education in the years ahead must
occur within the context of the system's history and its external environment.
An attempt is made in Part One of the paper to address those aspects of history
and environment most pertinent to understanding the current problems and
prospects of African education. Chapter 1 chronicles the extraordinary
accomplishments of African nations in building up their systems of education
and training during the 25 years of the post-independence era. Chapter 2
depicts current demographic and economic trends in the region and assesses the
extent to which these trends threaten past educational achievements. The
important positive impact of educational investment on economic growth and
other social outcomes is also discussed in Chapter 2. Chapter 3 turns to the
education sector itself and elaborates the key issues of enrollment stagnation
and quality decline.
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Chapter 1. THE REMARKABLE PROGRESS OF AFRICAN EDUCATION

Around the time that most countries of sub-Saharan Africa gained
independence from colonial rule, this region lagged far behind the rest of the
world on nearly every indLcator of Western-style educational development.
Efforts since then, especially during the 1960s and 1970s, while failing to
close the education gap, have been truly dramatic. The record of this period
is a tribute to the determination demonstrated by African leaders and the
sacrifices endured by African parents in their quest to provide a better
standard of living for their children's generation.

1.1 Education prior to independence

African societies have a long and rich history of educational
traditions. Indigenous education was practiced by all ethnic and linguistic
groups and remains an important transmitter of cultural identity from one
generation to the next. It aims to Instill in children the attitudes and
skills appropriate for male and female social roles, emphasizing the duties and
privileges derived from cultural values. Imparted through language and example
in the context of the home environment, as well as formal lessons and rituals
outside the home, indigenous education responds to the concrete problems of
local communities. It prepares political leaders and ordinary fermers, and it
engenders a sense of citizenship in the people of the community.

Africa's early Christian heritage represents a second important
element of education in the region, with roots extending back long before the
colonial period. Especially in Northeastern Africa and the Nile Basin,
Christianity has thrived in Africa for over fifteen-hundred years. In about
the year 450, the Ethiopian Christian Church, a key example, established a
comprehensive system of education that provided an underpinning for Ethiopian
cultural, spiritual, literary, scientific and artistic life.

A third major antecedent to the colonial period is the influence of
Islam on African education. Arab culture and language were adopted in much of
North Africa, while conversion to the Islamic faith occurred also in the
Sahelian zone, along the Coast of East Africa, and in much of the Horn of
Africa. Both formal and nonformal school systems were established to teach the
ethics and theology of Islam, including a small number of elitist centers of
excellence such as the ones at Tombouctou in Mali and at Lamu on the East
Coast. Designed to impart skills and knowledge within the religious realm, the
system emphasizes reading and recitation in Arabic.

The Western colonial period in sub-Saharan Africa began with the
arrival of the Portuguese in the fifteenth century and ended only quite
recently. Of the African countries covered in this paper, Ethiopia and Liberia
alone have been sovereign states for longer than 30 years. All of the other
countries achieved sovereign status within the recent and relatively short
period between 1957 (Ghana) and 1980 (Zimbabwe). C3lonial precedents are still
much in evidence in most of Africa, and they sometimes constrain the degree to
which governments are free to initiate new policies.
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The prlncipal suppliers of Western-style education prior to
independence were the Roman Catholic and various Protestant churches, through
their African missions, and the colonial governments themselves. The division
of administrative and financial responsibilities between the two differed from
one colonial regime to the next. The British, fcr example, were generally more
tolerant of religious and local community autonomy than were the French.

The economic chatnges that the colonial powers set in motion in Africa
helped create a demand for Western-style education that, in many areas, seemed
nearly insatiable. Education became the vehicle for moving, within one
generation, from peasantry and poverty to the topmost ranks of society. This
fact of modern-day life escaped few African parents looking for ways to promote
a better future for their children.

In their quest for converts and literate African subjects, the
missionaries and colonial governments opened up a network of schools in the
region. Many of these were of a high standard. Yet the curricula, based for
the most part on overseas models, reflected little in the way of African
content. The administration of 'modern" education systems in Africa was
dominated by expatriates, as was teaching beyond the primary level.

Access to education was quite limited, especially in the thinly
populated areas of French West Africa. In 1960, the gross primary enrollment
ratio in all of sub-Saharan Africa was still only 36%.1 This was about half
the levels then found in Asia (67%) and Latin America (73%). The enrollment
racio was 38% in the Francophone territories (50% in the Belgian colonies and
just 31% in the French) and 40% in the Anglophone. Many countries, including
The Gambia, Cote d'Ivoire, and Senegal in West Africa and Tanzania and Somalia
in East Africa, had over 90% illiteracy at the time of independence.

There were also significant differences in educational access and
participation within colonial territories -- between urban and rural
populations, males and females, and members of different ethnic or religious
groups. Such patterns stemmed from a variety of causes. Different African
peoples were regarded and treated differently by colonial administrators; the
costs of providing education differed, certainly between urban and rural areas;
some population groups were more responsive to educational opportunities than
other groups; and most Africans, responding to the incentives imposed by
patrilineal customs, preferred education for their sons to education for their
daughters. As a result, problems of unequal educational perticipation
frequently transcended colonial boundaries. Participation patterns in northern
Nigeria, for example, had less in common with those in the south of the same
British territory than with those in the north of neighboring French Cameroon.
Such within-country differences and between-country similarities remain evident
today.

Transition rates from one educational level to the next were low in
1960, and drop-out rates were high. As a result, enrollment pyramids were
typically very narrow at the top. Only 6% of all sub-Saharan enrollments in
1960 were at the secondary level, and tertiary education was virtually
non-existent until the very end of the colonial period. The gross enrollment
ratio at the secondary level in Africa was 3% in 1960, as compared with 14% in
Latin America and 21% in Asia. The ratio at the tertiary level was 1500,
about one-sixtieth those then found in Asia and Latin America. According to
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UNESCO Zigures, at the time of independence there were only 90 African
university graduate. in all of Ghana, 72 in Sierra Leone, and 29 in Malawi.
When Botswana became independent in 1966, 96X of higher-level posts in the
country were filled by expatriates.

1.2 Advances in education after 1960

The systems of education inherited by the African nations at the time
of independence were altogether inadequate to meet the needs of self-governance
and rapid economic growth. From this low starting point, the progress achieved
in African education has been remarkable.

Quantitative expansion has been particularly iaipressive. Between 1960
and 1983, the number of students enrolled in African institutions at all levels
quintupled to about 63 million students (Annex Table C.2). Enrollments
increased about 9% annually between 1970 and 1980, double the rate in Asia and
triple that in Latin America. The substantial expansion of education after
independence has allowed the increased participation of some groups who had
little or no prior access to formal education.

Primary-school enrollments increased the most in absolute terms,
growing frow approximately 11.9 million pupils in 1960 to 51.3 million pupils
in 1983 (see Table 1.1). The gross primary enrollment ratio rose from 36% to
75% over this period. In only three of the region's 39 countries (Congo,
Lesotho, and Mauritius) was the enrollment ratio higher than 802 in 1960; by
1983, 16 countries had achieved this milestone (see Annex Maps 3a and 3b).

(Table 1.1]

In fact, 12 of the 39 countries now have gross primary enrollment
ratios equal to or greater than 100% (Annex Table A.7). Enrollment ratios in
excess of 100% arise from the definition of the gross enrollment ratio, in
which the denominator is a measure of the official school-age population, and
the numerator counts all pupils enrolled in school, regardless of age (see
foot-ote 1).

Enrollments at the higher level increased the most in relative terms,
especially between 1960 and 1970. This resulted from the emphasis that most
African nations were giving higher education in an effort to alleviate manpower
shortages and also from the low level of base enrollments. In 1960, there were
only about 21,000 university students in Africa (approximately one in 500 of
the age group) and a few thousand studying in foreign universities; by 1983,
437,000 (seven per 500) were enrolled in African institutions, and a further
100,000 Africans were studying abroad. The relative increase in tertiary
enrollments was particularly dramatic in French-speaking Africa. In the group
of 18 Francophone countries, there were 40 times more students enrolled in
higher-level institutions in 1983 than in 1960. By way of contrast, in the 16
Anglophone countries, where enrollments were much higher initially, enrollments
had increased by only a factor of 15. For every student enrolled in higher
education in the Francophone countries in 1960, there were 4 enrolled in the
Anglophone countries; by 1983, the ratio was only about 1-to-1.5.

The building of schools and training of teachers undertaken to
accommodate the additional students throughout the region were mammoth
achievements. Between 1960 and 1983, the number of primary schools in



Table 1.1 School Enrollments and Enrollment Ratios in
Sub-Saharan Africa, 1960 and 1983

Year

Level 1960 1983

Primary Education
Enrollments 11.9 million 51.3 million
Gross Enrollment Ratio 362 75%

Secondary Education
Enrollments 800 thousand 11.1 million
Gross Enrollment Ratio 32 202

Higher Education
Enrollments 21 thousand 437 thousand
Gross Enrollment Ratio 0.2S 1.42

Total Enrollments 12.7 million 62.9 million

Note: Based on Annex Table C.2.
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sub-Saharan Africa increased from about 73 thousand to roughly 162 thousand,
and the npumber of primary school teachers, from 310 thousand to over 1.3
million.- FInterestingly, the average pupil-teacher ratio remained roughly the
same over this period (approximately 39-to-:); on the other hand, the average
primary school size increased from 162 pupils in 1960 to 317 in 1983, almost
doubling.

The number of teachers employed at the secondary level increased
eightfold, going from about 46,000 in 1960 to about 373,000 in 1983. This
understates the increase in African teachers, since many expatriate teachers
were replaced during this period. At the tertiary level, the number of
institutions in sub-Saharan Africa has more than tripled since 1960 and today
exceeds 80.

The consequence of this massive educational expansion, which began in
some countries in the 1950s and intensified everywhere after independence, has
been a substantial deepening of the human capital stock. Using data from
countries that conducted censuses around 1980, it is possible to examine the
changing educational attainment of successive cohorts of individuals who were
of school age at different t:1mes over the 30 years beginning in 1950. For the
few countries with information, the proportion of males who reached adulthood
without having attended school declined from 31% in the early 1950s to 22% in
the late 1970s in six Anglophone countries, and from 59% to 42% in four
Francophone countries. For the same countries and over the same period, the
proportion of males who attended and completed primary school rose from 47% to
58% in the Anglophone countries, and from 16% to 30% in the Francophone.
Estimated mean years of schooling for the male population (over age 15)
increased from 4.6 to 5.4 years in the Anglophone countries and from 2.0 to 3.4
years in the Francophone.

An alternative to using census data for estimating stocks of
education is to "add up" past enrollments. In conjunction with demiographic
assumpcions, this allows estimates to be made, country by country, of the
educational attainment of the working age population. Table 1.2 reports
estimates of educational stocks produced in this fashion. The estimated
average educational attainment of working age individuals (men and women) in
the median African country increased from 1.0 years in 1970 to 3.3 years in
1983. The figures in the table underline the wide disparities that remain in
this variable, especially between the Sahelian (low-income semi-arid) countries
and the rest of Africa.

[Table 1.2]

Table 1.2 also shows how literacy rates have risen since 1960. In
the median African country, the percentage of adults reportedly able to read
and write has increased by a factor of nearly five. This progress reflects
both the growth of formal education and, in many countries, successful programs
to promote literacy among adults and young people not attending school.
Approximately a quarter of all African countries have launched programs of
adult illiteracy eradication.
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Table 1.2 Indicators of Educational Progress

Median estimated Median
number of years of literacy
school attended by rate

working-age population (percent)

Latest
1965 1983 1960 available

year

Economic status groups

Low-income semi-arid 0.1 0.9 2 15

Low-income other 0.5 2.9 10 41

Middle-income oil importers 1.3 4.2 19 72

Middle-income oil exporters 0.7 3.6 16 56

Linguistic groups

Francophone 0.5 2.4 7 40

Anglophone 1.2 3.4 18 58

Sub-Saharan Africa 0.5 3.3 9 42

Notet Based on Annex Tables C.3 and C.4.
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Other forms of adult and nonformal education have also been
strengthened in the first two decades of independence. Departments and
institutes dedicated to the production and study of adult education have
emerged in many universities, and nongovernment bodies concerned with
functional literacy and income generation in urban and rural areas have
proliferated.

In addition to the remarkable quantitative achievements, many other
significant changes have occurred in African education over the past quarter
century. Especially at the primary level, Africanization of the curriculum has
been a widespread accomplishment. In nearly every part of sub-Saharan Africa,
texts have been adapted and new texts written so that basic skills are now
taught with reference to African customs, the local environment, and the area's
own history. Twenty-one of the 39 countries in the region now officially begin
instruction in one or more African languages, rather than asking children to
use a European language as the medium of instruction from their first day in
primary school. These reforms have transformed the African classroom and made
it far more conducive to an African child's rapid acquisition of the cognitive
competencies stressed in the curriculum.

1.3 Expenditure on education

To appreciate the high degree of commitment of African nations to
educatior £ development and better understand the significant advances that
have occurred in the sector since 1960, it suffices to look at the flow of
resources allocated to the sector.

(a) Public domestic expenditure on educaticn

In 1970, the 39 countries of sub-Saharan Africa allocated
approximately $3.8 billion of public domestic expenditure to the education
sector. This is a World Bank estimate of total, i.e., capital olus recurrent,
expenditure (see Box 1.1), expressed in constant 1983 U.S. dollarsa.3 By 1975,
this figure had reached $6.3 billion, up 66% over 1970. By 1980, it was nearly
$10.0 billion, up another 58%. Between 1980 and 1983, public expenditure fell
somewhat down approximately $1.1 billion, to $8.9 billion in constant 1983
dollars.-/ Although data are unavailable for 1984 and 1985, expenditures may
have resumed growth subsequent to 1983, when the economic crisis was at its
peak.

[Box 1.1]

Given that the use of official exchange rates may give a false picture
of levels of expenditure over time and may also distort comparisons of
expenditure between regions or countries, it is important to consider an
alternative measure of public expenditure on education. Expenditure as a
percentage of national income is an especially meaningful indicator of a
government"s 'effort' in the area of education. Figure 1.1 shows public
domestic expenditure on education as a percentage of national income in Africa
and elsewhere in four specific years between 1970 and 1983. The figure shows
that sub-Saharan Afriza has been allocating a larger share of total income to
education than have the developing countries in general, but still a smaller
share than developed countries have managed to do.

(Figure 1.1]
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Figure 1.1

Public Educational Expenditure as a Percentage

of National Income, Africa and Elsewhere
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Another way to look at public expenditure on education is as a
percentage of total public expenditure. On this indicator, the African
countries have clearly in the past treated education generously. The median
African country allocated 17.6% of the tbidget to education in 1970, 17.4% in
1975, 18.5% in 1980, and 15.3% in 1983.-1 At the lower end of the spectrum,
Malawi, Nigeria, and Somalia all spent below 10% of the central government
budget on education in 1983. At the upper end, education's share was above 20%
in Burkina, Cote d'Ivoire, Mali, Niger, Rwanda, and Togo.

With regard to the distribution of expenditure across levels of
education, the recurrent expenditure on primary education was between 43% and
49% of total recurrent expenditure in the median African country over the
period 1970 to 1983. The share going to secondary education was between 25%
and 31%, and the share going to tertiary, between 13% and 18%. The
'non-specified" category, which, as a residual, cannot be taken very seriously
but which would include presumably most allocations for central administrative
services in ministries of education and for adult education, remained nearly
constant at about 10% (Annex Table A.16).

(b) Private spending on education

The focus in the Annex tables on public expenditures reflects the
relatively better data available on this, as distinct from other sources of
educational finance. Although information on the total of private spending is
not available in most countries, it is clear that families and nongovernment
organizations bear a significant and growing portion of the financial burden of
education in much of Africa. For example, it has been estimated that privatE
expenditure accounted for 14% of total national spending on education between
1975 and 1980 in the Sudan, 23% in Tanzania, 31% in Zimbabwe, 48% in Sierra
Leone, and 53% in Ghana.

These figures tend to be larger today than they were in the early
years following independence. Government-collected fees (which in official
statistics are often counted as part of "public" expenditure on education) have
been imposed or increased recently in many African countries. In addition to
these fees, there are significant private outlays that are not channeled
through government. These difficult-to-quantify flows include most fees paid
to private education institutions; the privately borne costs of such items as
trasisportation, school uniforms, textbooks, and supplies; and very important,
especially at the primary level, family and community outlays, either in cash
or in kind, used for the construction or repair of school buildings in public
education. Commitment of student time is, of course, another valuable input to
the educational system, but one that this paper does not attempt to account for
separately.

During the colonial period, much of Western-style education in Africa
was organized and, to a significant extent, financed by missionary groups based
overseas, often relying heavily as well on community self-help. In the period
after independence, government assumed responsibility for most such education
in nearly every African country, Lesotho being a major exception to this rule.
During this period, wherever school fees had been charged, often these were
reduced or eliminated. More recently, however, in response to growing fiscal
and demographic pressures, African leaders have condoned a reversal of this
post-independence trend. In the late 1970s and 1980s, students, their families
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and communities have been asked to contribute ever larger amounts towards the
costs of education. Often, to avoid having to collect school "fees,"
governments have referred to these subscriptions by another name, such as
development fund contributions or activity payments.

(c) Foreign aid flows to African education

Foreign aid also accounts for a significant part of total spending on
African education (Annex Tables A.24-A.27). It is estimated that, in the
period 1981-83, the total of bilateral, multilateral, and private voluntary
organization aid to African education, granted through central government
ministries of education (and not through other departments of gover ent, nor
directly to individuals) was in the order of $916 million per year.- Nearly a
quarter of this was in the form of scholarships for African students to study
abroad; a significant portion of aid to education (442 of Western bilateral and
multilateral aid) was in the form of technical assistance.

African governments received an estimated additional $394 million of
external aid each year to finance project-related training in sectors other
than education. In addition, when African students study abroad, indirect
costs are incurred by the countries that host them; these have to do with the
nonexplicit subsidies that students, including foreign students, receive at
most universities. A very rough estimate of the total of such subsidies to
African students who were studying abroad between 1980 and 1982 is $245 million
annually.

In conclusion, the total of all categories of external aid to African
education and training in the early 1980s was on the order of $1.6 billion
annually. This is a significant amount, nearly $4 per capita, but there is no
evidence to suggest that external aid has increased in recent years to
compensate for the decline in African government expenditures. To the
contrary, tfs total of all aid to Africa for all purposes was smaller in 1983
than the 1980-82 average, and smaller in 1984 than in 1983. This paper
returns, in Chapter 9, to further discussion of external aid to education in
Africa.
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Chapter 2. EDUCATION AND THE EXTERNAL ENVIRONMENT: A CYCLE OF DETERIORATING
PROSPECTS

The impressive gains recently won in African education are now
seriously threatened by a number of circumstances external to the sector,
including most importantly: (1) Africa's explosive population growth, which
swells the number of potential illiterates on the continent, and (2) recent
economic decline, which has necessitated significant cutbacks in public
spending. While economic prospects may have brightened somewhat since 1983,
and population growth has begun to slow in a handful of countries, it cannot be
denied that, for most of sub-Saharan Africa, current economic and demographic
realities undermine both the quantitative and qualitative educational advances
achieved in the period since independence. Retrogression in education will, in
turn, make the solution of these problems more difficult. And so the pattern
is repeated, and it is destined to continue until extraordinary efforts are
made to interrupt this cycle of deteriorating prospects.

2.1 The demographic challenge

Between 1970 and 1980, while the world's population was growing at an
average annual rate of 1.9%, Africa's population grew at 2.9%, one-and-a-half
times the world's rate. Between 1980 and the end of the century, Africa's
population is projected to grow even faster, at about 3.2% per annum; further
declin!, in growth rates are projected for all other major regions of the
world.-

Africa's rapid population growth creates serious problems for
education. In order for the growth of educational places to keep pace with the
growth of school-age children, more schools, teachers, books and other inputs
are required each year. Moreover, because as populations grow, the number of
school-age children increases more rapidly than the number of working adults,
the burden of supporting an expanded education system falls on an adult
population that is shrinking as a proportion of the overall population.
Sub-Saharan Africa today has the youngest population of any region in the
world. One in three persons is of primary or secondary school age in Africa
(see Figure 2.1), as compared with just one in five persons in Latin America
and in Asia, and one in six persons in the industrialized countries.

[Figure 2.1]

It is projected that, by the year 2000, Africa's primary and secondary
school-age population is projected will have reached 220 million, which is 70%
or 90 million larger than the number in 1984. This represents a massive
explosion in the potential demand for educational services and one that is
virtually inevitable over the short time horizon. This fact is of fundamental
importance. It sharply constrains African planners' options, and its
implications color all of the analysis contained in this paper.

[Figure 2.2]
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Figure 2.1
SUB-SARANM AFRICA POPULATION ACE STRUCTUPRE. 1984

too-

.~~~~s 
l

I~~~~6 i

ftpur 2.2
GROUTH Of SCHOOt-AGE POP.TICRS, l965-I98 A10 1986-2000

l404

120

80

s rm

- ~- 



- 17 -

For example, there were 51.3 million primary and 11.1 million
secondary school places in Africa in 1983. These figures would have to reach
90.7 million and 19.7 million, respectively, by the year 2000 just to maintain
participation rates at their 1983 levels (see Table 2.1). The goal of
universal primary education (UPE), wh'.ch African education planners at one time
hoped could be achieved even by 1980, unfortunately still seems very far away
from the perspective of the mid-1980s. For the region to have all primary
school-age children enrolled by the year 2000 would require that 131.8 million
primary school places be made available, a 157% increase in just 17 years. The
80.5 million additional places required are more than all of the places that
exist now after many decades of educational development.

[Table 2.1]

The investment in the construction of new classrooms and the recurrent
costs necessary to support such massive expansion in education, while not
altogether unreasonable if the achievements of the 1960s and 1970s are simply
extrapolated forward, unfortunately do not seem very likely in the context of
long-run austerity beginning in the 1970s. Table 2.1 shows that to maintain
gross enrollment ratios at their 1983 levels would require the addition of 39.4
million primary and 8.6 million secondary school places in the 17 years between
1983 and the turn of the century. Assuming that per pupil expenditures will
remain at their 1983 levels in constant dollar terms (roughly $50 per primary,
and $250 per secondary school pupil), the recurrent costs of just the first two
levels of education would go up by approximately $4.0 billion, becoming $9.4
billion by the year 2000. This is already more than the total amount allocated
by African governments to all three levels of education and their central
administration in 1983.

In addition to meeting the swollen recurrent costs, school buildings
and equipment would need to be financed -- both to meet the needs of new
students, and to replace (at an estimated 2% per year) oatmoded facilities.
Assuming very modest capital costs of just $150 per primary place and $1,250
per secondary place (this best-practice scenario involves capital costs well
below actual average capital costs in Africa today), the required investment in
facilities would be another $1.4 billioL. annually. The total of recurrent and
capital expenditures for primary and secondary education alone would come to
nearly $11 billion annually. This is $2.1 billion more than the total spent on
all aspects of education in 1983. In sum, the demographic tide requires
massive efforts just to stay even in terms of enrollment ratios. Table 2.2
summarizes the cost implications at the primary and secondary levels of just
staying even with demographic growth.

[Table 2.23

Ironically, in addition to explosive population growth, much of Africa
suffers from another demographic condition -- low population density. The
combination of rapid growth and low density may seem strange since, given
enough time, the first will eventually eliminate the second. In the meantime,
however, low population density often implies high unit costs in education,
especially in rural areas, where economies of scale in the provision of
education are precluded given present methods for delivering education. At
this time, Africa's population density is about 19 people per square kilometer,
as compared with a worldwide density of about 36.
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Table 2.1 Sub-Saharan Africa Primary and Secondary Populatiots and
Enrollments, Actual (1983) and Projected (2000)

Primary edicatIon Secorary Icatlon

%chr %cug
1983 2000 1983-2000 193 200 182000

School age population

Actuml 68.5 - - 55.6 - -

Projected - 120.9 76% - 98.6 77%

School enrollment

Attal 51.3 - - 11.1 - -

Projcted aswlrg:

Gross rrolint ratio
saw as In 1983 - 80.7 77X - 19.7 77%

Errol lhwt ratio 10w, no
repetition and no drApout - 120.9 136% - 98.6 788%

Enrol lent ratio 100X,
roWttiln aid dropwt
sae as In 183 - 131.8 157% - 105.5 8505

Note: Pulation and errollmnt flgres In elilrIs. Bad n Amex Tables A.1, A.2, A.7, A.8,
A.12, ard 8.4.
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Table 2.2 The Cost Isplications of Maintaining 1983'. Enrollment
Rates through the Year 2000

1983 2000

Required
Increont of Averagp

Recurrent Recwrrent Recurrent Arnual Capital
Level Erroliments Expenditures Enrollmnt8 Expenditures Expenditures Investment

Primary 51.3 2.8 90.7 4.5 1.9 .5

Secondary 11.1 2.8 19.7 4.9 2.1 .9

Total 82.4 5.4 110.4 9.4 4.0 1.4

Note: Enrol lEnts are In elIjjJ.m of students; uq2enditures are In bill lnam of 1983 dol lars.
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2.2 Macroeconomic adjustment and fiscal austerity

The economic crisis, initiated with the oil price increases of the
1970s, accelerated after 1980, leaving most African economies in serious
disarray. (Oil exporters benefited of course, at least in terms of short-term
availability of foreign exchange.) Agriculture, which accounts for the largest
share of goods produced (about a third of total production), was hurt by the
drought that affected much oi the region, by a marked deterioration iT terms of
trade (declining agricultural prices combined with rising energy price;), and
by the continuation of national policies that discriminate against the sector.
Moreover, the investment rate in sub-Saharan Africa fell from above 18% of
income in the 1970s to below 15% in 1983 and is currently the lowest of any
developing region, thus threatening to undermine Africa's long-term productive
capacity.

Economic stagnation, combined with rapid population growth, has meant
a decline in living standards, a fatal decline for many individuals in those
countries worst hit. Overall, income per capita fell nearly 4% annually
between 1980 and 1984; it is lower in the region today than it was 20 years
ago. The external public and publicly guaranteed debt increased eleven-fold
between 1970 and 1984, and debt-service payments more than tripled as a
percentage of GNP, from 1.2% to 4.4%. Central government expenditures
increased while revenues remained about the same, and fiscal deficits on the
continent rose to about 10% of GNP.

Because continuation of the above trends spelled economic disaster,
African governments recognized that macroeconomic policy reforms were an
absolute necessity. In this regard, they have made substantial progress since
1980, along the general lines prescribed at the U.N. Special Session on Africa
in May 1986. Thus many governments have reconsidered their exchange rate
policies, instituted wage and salary reforms, and begun to eliminate price
distortions that penalized farmers. They have also reduced public spending,
including spending on education (Section 1.3).

It is expected that these structural reforms will gradually encourage
higher investment and lead to increased consumption levels. What is more, the
drought in Africa has recently abated, and there has been an improvement in the
region's terms of trade. Low-income Africa registered a growth in per capita
income in 1986, for the first time in the 1980s; this performance is expected
to be repeated in 1987. In sum, there may be room again for cautious optimism
with regard to the economic environment and long-term growth prospects of the
region, but this relative optimism should by no means give rise to complacency.

2.3 Investment in education: breaking the cycle of deteriorating prospects?

Extensive experience from Africa and elsewhere provides strong
evidence that increased investment in education and training at this stage in
Africa's history can be expected to yield very broad economic benefits --
including, of critical importance in the African context, raised incomes and
reduced fertility. Although direct evidence for developing areas and
especially for sub-Saharan Africa is less extensive and rich than for the
developed countries, enough information exists to conclude that the direction
of the relationship between education and various indicators of economic
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well-being is the same everywhere and that the positive relationship holds true
for both formal general education and for training. The evidence suggests,
however, that the magnitude of education's impact is somewhat larger in
developing countries, because of education's relative scarcity there.

Education cannot, in and of itself, bring about economic growth, but
the evidence indicates it to be a vital factor. It provides the fertile ground
without which other development initiatives will not take root. Education acts
as an "accelerator" in the growth process, working as an essential complement
to other factors. Thus, for example, although education is associated with
increases in agricultural productivity, its impact is found to be much greater
within the context of an already modernizing environment. Likewise,
investments in the provision of family planning services have been shown to
have 'higher impact if the women using the service (or potentially using it)
are better educated.

The economic rationale for enhanced activity in African education,
elaborated below, may be complemented with several broader and politically
compelling explanations of why African countries have invested so heavily in
education since independence and with arguments for why they should endeavor to
protect and expand their commitment to the sector in the future. First, the
essence of sovereignty is the control of nationals over the destiny of their
countries. The transition from colonial dependence to self-government and to
active independent participation in the international arena was possible only
because African educational systems were able to produce indigenous personnel
at all levels to replace expatriate rule. The qualitative nurturing and
quantitative regeneration of that leadership elite, so that it can address the
increasingly complex challenges of nation building in the future, is a
continuing requirement for the effective maintenance of sovereignty and, as
such, a fundamental responsibility of African systems of education.

Second, the rate and extent of the growth of the human capital stock
in African countries, attained through the improvement and expansion of
education at all levels, will ultimately determine whether the universal
explosion of scientific and technical knowledge can be harnessed for the
benefit of the region, or whether Africa will be left behind and denied the
enormous benefits accruing to technological change. Finally, education is
everywhere a "merit good," a basic human right, an end in itself; indeed,
education is an intrinsic element of the development process. It is
unthinkable that African governments, and their international partners, would
permit a decline in the fraction of the population having access to education's
many benefits. And yet that is the spectre that now menaces many African
countries.

The economic evidence indicating large payoffs to education is of
three principal sorts, each providing corroboration for the others. The first
two rely on individual-level data; the last consists of macroeconomic evidence.
The first one examines the relation between an individual's education level and
his or her productivity in the labor market as a wage employee or self-employed
worker. The second, also at the individual or household level, links the
education of individuals to important outcomes of household behavior such as
fertility rates or child survival. Finally, there is macroeconomic evidence,
which relates the growth rates of national economies to prior investments in
education, controlling for other factors presumed to influence growth. The
macroeconomic evidence is an important complement to the individual-level data,



- 22 -

particularly the data on education and earnings, in that it provides evidence
to assess the view, occasionally advanced, that education improves the lot of
individuals, by reallocating societal resources, but does not .ncrease the
overall flow of resources. The remaining pages of this chapter summarize
evidence of all three types, including an analysis conducted in conjunction
with the preparation of this paper that addresses the macroeconomic issues.

(a) Education and labor productivity

Economists have assessed the economic value of education by observing
differences in the earnings of workers with different levels of education,
having controlled for other differences that exist between the groups, and then
comparing the adjusted earnings differences with the costs of the education.
The indicator that summ rizes the information on costs and benefits is the
social rate of return.#2 A recent survey of cost-benefit studies conducted in
16 African countries suggests average social rates of return to investment in
African education of the following magnitudes: primary 26%, secondary 17%, and
tertiary 13%.

Although these rates of return certainly seem attractive relative to
many other forms of investment, there are important caveats. These studies may
overstate the actual, current rates of return to education in Africa, because
the data on which many of the estimates are based are out-of-date -- the
cross-sectional earnings data used in these studies are, on average, 10 years
old, and there has been considerable educational expansion over the decade
since then. A more recent study from Kenya (see Box 2.1) does indicate that
rates of return have fallen off somewhat and that the substantial difference
(nine percentage points) observed in the past between primary tnd secondary
education may have completely disappeared, which would reflect the declining
relative scarcity value of primary education. Even so, the Kenya study
confirms that rates of return to both levels of education, after adjusting for
other factors, remain substantial (around 12%).

[Box 2.1]

The relatively lower rate of return to education at the tertiary level
should not be interpreted to mean that high-level skills are not important in
Africa. What the findings reflect most of all are the extremely high unit
costs of tertiary education. In addition, most studies ascribe all costs at
this level to teaching and none to other outputs of the tertiary system, such
as research. If the costs of tertiary education were to be prorated, and the
value of the research and other outputs of the education assessed (including
some that may accrue to society in general, and not narrowly to those who
receive the education), then the rate of return to tertiary education would
certainly appear higher.

Many of the early rate of return studies relied on earnings data
observed for workers employed in the formal wage sector. To the extent that
the percentage of primary school leavers able to find employment in the formal
sector has declined recently (relative to the percentage employed among
uneducated people), and to the extent that earnings in the formal sector are
"protected" and thus remain higher than elsewhere in the economy, the estimated
rates of return might have been inflated. The perceived validity of suc;h
benefit-cost studies has been considerably enhanced, therefore, by a number of
recent studies of education's impact, including some done in Africa, that are
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Box 2.1 RELATIVE RATES OF RETURN TO PRIMARY AND SECONDARY EDUCATION
IN KENYA

Perhaps the most Influentlal fact to emerge from twenty-five years
of rate of return studies In developing countries concerns the relative rates
of return to primary and secondary schooling. Most studles, Including most
of those conducted In Africa, have reported substantially higher rates of
return at the primary level. The Implication generally drawn from this
ranking Is that top priority should be given to primary education as a form
of Investment In human resources. Recent studies from Kenya throw some new
light on this Issue.

Returns to education are measured by the gaps In wages, and
presumably productivity, between workers with different levels of education.
It Is often assumed that the average wage of labor with a given level of
education measures the wage recelved by the marginal (most recently
recruited) worker wlth that level of schoollng. However, the average may not
always Indicate the marginal wage.

Due to rapld expansion In the educational system, the labor market
conditlons faced by those Just leaving school are very different from the
conditions faced by earlier cohorts when primary school leavers were In short
supply. For those entering the labor market a generation ago, a primary
school certificate was a passport to a white-collar job, and typically those
who obtained Jobs at that time remain In them today. But, due to the
expansion of the educational system, today's primary school completer Is
fortunate to get even a menial blue-collar job, and his chance of obtaining a
white-collar position Is virtually nil.

The process by which successive cohorts of workers at a particular
educatlonal level enter lower skilled Jobs Is called Ofiltering down.0 A
recent study took this process Into account In calculating average and
marginal rates of return ln Kenya. The study found that the rate of return
to primary schooling Is highly sensitive to the distinction between average
and marginal rates of return, whereas the rate of return to secondary
schooling Is not. The average return to primary schooling, as conventionally
measured, Is 17%; the marginal return Is 12%. The marginal return Is lower
for two reasons. At the primary level, there Is both substantial filtering
down and large differences In wages by occupatlon, whereas for the uneducated
there Is less scope for filterlng down and wage differences by occupatlon are
small.

The return to secondary educatlon, by contrast, Is not affected by
the equivalent adjustment: the average and marginal rates of return are both
13%. Because the degree of filtering down of primary and secondary completers
Is similar, the dlfferential In earnings between the two groups ts llttle
affected. In Kenya, moving from the average to the marginal concept erases
the usually reported difference In rates of return: at the margin, the rate
of return to secondary education (13%) about equals the rate of return to
primary education (12%).
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based on information about self-employed workers. Since the self-employed do
not receive "wages' as such, many of these studies have sought to estimate
education's value directly by looking at the value of what more educated
individuals produce. Most of the research to date has focused on agriculture
and, within agriculture, especially on crop production.

A recent review of 18 studies of farmer education and farm
productivity in 13 countries concluded that farmers who have completed four
years of education produce, on average, about 8% more farm output than farmers
who have not gone to school, controlling for differences in the use of physical
inputs. Moreover, the percentage increase in output associated with four years
of education is found to be about 10% in "modernizing" environments (indicated
by such factors as the availability of new crop varieties and reasonable
incentives); in more traditional environments, where technology and
opportunity are changing only slowly, there is little payoff to education. Only
one African country, Kenya, was included among the 13 countries in the review,
but the results there were consistent with the general findings. A recent
study of this kind based on data from South Asia identify numeracy and literacy
among the critical cognitive skills through which education's effect on farmer
productivity is mediated.

One may conclude from all of the available evidence that rates of
return to investment at all levels of education in Africa today compare
favorably with realized rates in most other sectors, including some sectors for
which the World Bank and other development agencies have been providing
relatively large amounts of money in recent years. The Bank's own experience
with project lending reinforces what researchers have concluded regarding the
value of education. The probability that a development project in any sector
will be successful has been observed to increase as a function of the human
capacity available to plan, implement, and benefit from it. The absence of
important skills, particularly in the area of project management, is often
cited as the primary reason for the failure of particular projects to meet
their objectives. More generally, the educational level of the entire
population involved in a project -- farmers who would be using a new package of
inputs made available under a project, or women who would be visiting a new
health or family planning clinic -- is often a key element in determining
whether or not the project has a significant impact. Investment in education,
in sum, increases the return to investments in other sectors.

There are other ways that education may enhance worker productivity.
It has been shown, for example, that education increases the propensity of
individuals to migrate. This will increase economic growth to the extent that
individuals move, as they will naturally seek to do, from employment in lower
productivity sectors to employment in higher ones. Moreover, employed urban
migrants typically remit a part of their earnings to their families back home,
and this resource flow has been shown to result in increased investment in
Africa's rural areas.

There is also evidence to suggest that education can, under certain
conditions, be expected to fulfill equity goals. Since it was first introduced
in Africa, Western-style education has been a vehicle by which able children of
poor families have managed to move to higher levels in society's occupational
and income structure. As access increases, the additional expenditures on
education will flow increasingly to the disadvantaged elements of society, to
the poor, those in rural areas, and girls. The study referred to in Box 2.1
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above with reference to Kenya compares the experience in that country, where
secondary education was allowed to expand rapidly during the 1970s as a
function of demand, with the experience of Tanzania, where the expansion of
secondary education was relatively constrained. Although both Kenya and
Tanzania expressed concern over the widely dispersed wage structures that
existed, Kenya's policy resulted in substantially greater compression in the
distribution of earnings over the period than occurred in Tanzania. In
addition, the larger size of the secondary system has meant greater access for
the children of the poor and uneducated in Kenya than in Tanzania.

Education yields the recipients other important benefits that are not
(immediately) reflected in the form of increased earnings or a more equal
distribution of earnings. These benefits have to do with fertility, health,
and individual fulfillment.

(b) Lowered fertility and other normarket benefits of education

In general, there is a strong negative relationship between how much
education a woman receives and the number of children she gives birth to during
her lifetime. Although in very low-income areas, fertility may, because of
education's impact on women's health and fecundity, actually increase with the
first few years of schooling given to females, nevertheless, research on the
determinants of family size in Africa and elsewhere indicates convincingly that
raising the educational attainment of women results ultimately in fertility
reduction. This longer-term behavioral change occurs through education's
direct effects on family formation decisions and through its indirect effects
on child survival and women's employment opportunities.

From the household perspective it is desirable that, through
education, women be given the power to control the number and spacing of the
children they bring into the world. Moreover, in light of the economic
problems aesociated with Africa's historically unprecedented population growth
rate, the social benefits of education's impact on fertility-related behavior
can be expected to be high.

In addition to having fewer children, more-educated individuals are
found to live healthier and longer lives. One recent multi-nation study
demonstrated that a one-percent difference in the national literacy rate is
associated with a two-year gain in life expectancy, controlling for per capita
income and food energy consumption.

idrents' education, particularly mothers', has been shown to affect
the physical and cognitive development of children. This occurs, in part,
through education's effect on family income and, in part, through its effects
on parents' knowledge of and use of good health and nutritional practices.
Also, intellectual skills acquired through one's own education tend to "rub
off' on one's children. Studies have shown that children of more educated
parents are more likely to be enrolled in school, and once enrolled, are more
successful in school and continue higher up the educational ladder.

There is, following from education's effects on nutrition and health,
a consistent and strongly positive relationship between parental education and
child survival. A review of research in this area concludes that the addition
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of one year of mother's schooling reduces child mortality by 9 deaths per 1,000
live births. Box 2.2 summarizes interesting new research findings from Africa
on the impact of maternal education on child survival.

[Box 2.2]

(c) Education and economic growth: macroeconomic evidence

Development economists concerned with the role of human resource
investments in determining economic growth have found microeconomic evidence of
the sort just discussed to be strongly suggestive of education's importance.
Yet there remain important concerns. Perhaps education's high rates of return
are accounted for, indirectly, by reductions in the earnings of the less well
educated. Or, conversely, to the extent that the better-educated enhance the
productivity of those around them (through their entrepreneurial activities or
technical contributions, for example), measurement of income differentials by
education level may understate education's impact. For these reasons,
macroeconomic evidence on education and economic growth becomes an important
complement to the extensive microeconomic literature.

Macroeconomic analyses attempt to explain differences in growth rates
(and other development outcomes) across countries in terms of differences,
among other things, in their patterns of investment in education. The World
Bank's 1980 World Development Report undertook a major analysis of this sort
and concluded the following: (i) increases in literacy contribute both to
increased investment and (given the level of investment) to increases in output
per worker; (ii) literacy, as well as nutrition and income, affects life
expectancy; and (iii) variations in life expectancy, literacy, income and the
strength of family planning programs explain between them most of the variation
in fertility rates across countries.

While the World Development Report's findings on the development
impact of educational investments are quite clear, an important caveat, for the
purposes of this paper, is that the analysis was undertaken on a sample of all
developing countries, and somewhat different results might pertain to Africa.
More recent analyses suggest, however, that levels of investment in education
are, if anything, more important in explaining growth rate differences among
African countries. Box 2.3 summarizes the results of an analysis, undertaken
in conjunction with the preparation of this paper, of the role of education in
contributing to the growth of 31 African countries over several decades. The
analysis concludes, in short, that investments made in education have
contributed significantly to growth in GDP; indeed, perhaps 30% of GDP growth
has resulted from educational investments. The aggregate evidence thus
corroborates the microeconomic findings of education's high returns.

[Box 2.3]

Economic and demographic pressures will, clearly, constrain the
capacity of societies -- and, even more, of governments -- to invest as fully
as would be desirable in the education levels of their future populationa.
Over a period of time, however, governmental policy reform and individual
responses to reform, combined with development assistance from abroad, will
create an environment in which sustained growth can resume. Indeed, economic
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Box 2.2 EDUCATION AND MORTALITY DECLINEs RESEARCH FROM NIGERIA,
GHANA AND SUDAN

A number of survey and census analyses have reflected an
inverse relationship between a child's chances of survival and the
mother's level of education. Data from the 1960 Census of Ghana, for
example, reveal that the rate of child mortality is almost twice as
high for mothers with no education as for mothers with elementary
education, and nearly four times higher for mothers with no education
than for those with secondary schooling. The patterns are much the
same for children in urban and rural areas.

A more comprehensive study was conducted in Nigeria as part
of the 1973 Changing African Family Project Survey. One component of
this study comprised a probability sample of 6,606 Yi.ruba women,
between the ages of 15 and 59, in the city of Ibadan. The second
component consisted of a probability sample of 1,499 Yoruba women,
over age 17, living in southwestern Nigeria. Analysis of these
data allowed for an examination of rural-urban differences, which
serve as a reasonable proxy for differences in access to modern
health services. The study considered child survival in relation to
medical services at childbirth, their practice of birth control, and
family income as measured by father's occupation. The analysis
concluded that the single most important influence on child survival
is the level of mother's education. In Ibadan, the child mortality
index for women with some primary schooling was 68% of that recorded
for women with no schooling, and the index for women with more than
primary schooling was 39% of that for women with no schooling. In
southwestern Nigeria, the figures were almost the same, 68% and 41%,
respectively.

While father's education was also found to be significant,
it was less important in explaining differential rates of child
mortality than mother's education. Controlling for education, family
income was of little importance. Although child mortality was higher
in polygamous than in monogamous homes, the effect of a mother's
education to the secondary level was at least a 50% reduction in
mortality in both polygamous and monogamous homes. Once other
factors were controlled for, child survival was found to be higher
among parents who practiced birth control, which might be explained
by the greater care accorded children in smaller families.

Results in the Sudan from the sawm Changing African Family
Project Survey confirmed the findings on the importance of mother's
education to child survival.
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Box 2.3 EDUCATION AND ECONOMIC GROWTH IN SUB-SAHARAN AFRICA

Between 1985 and the early 19809, Africa Invested heavily In
educatlon. Growth of primary school enrollments, which rose from 12 million
In 1960 to over 50 million In 1983, Is one measure of this Investment. The
average cost of Investment In education In sub-Saharan Africa In recent years
has been between 4% and 5% of national Income, plus direct parental
contributions and the potentlal earnings foregone by students while they
attend school.

In order to guide future allocatlons to the educatlon sector, It Is
Important to evaluate the extent to which African governments' past
Investments In education have contributed to recent economic growth. Such an
analysis was undertaken, using data appearing In the Statistical Annex to
th!s paper and other World Bank sources. The analysis utilized a 'production
functiona that relates the GDP of each country In each time period (5 time
Intervals between 1965 and 1983 were used) to a number of factors potentlally
Important In determining GDP. These Included: size of the working age
population; land area under cultivation; available physical capital stock;
and available human capital stock, measured by the number of years of
secondary education attended by members of the working age population. A
measure of the number of years of primary education attendance was also
available, but since the two education variables are highly collnear, one was
dropped from the analysis.

These data permitted use of standard econometric methods to estimate
the parameters of the production function that relates GDP to the
avallability of the determining variables. Specifically, a Cobb-Douglas
production function was estimated through examination of how changn In Input
availability resulted In changes In GDP. With an estimated productlon
function, and knowledge about growth In the avallability of the Input
factors, It Is possible to account for the growth In overall GDP by
decomposing It Into components that reflect the rate of growth of each
Input's availability and the relative Importance of that Input for
determining output, as assessed from the production function.

The table below reports the results of this analysis. The first
column of the table lists and defines the variables used In the analysis; the
second Indicates their growth rate over the period 19e5-1983. For example,
for the 31 countries included In the analysis, GDP grew at an average rate of
4.3% per year over this period and the size of the working age populatlon
grow at a rate of 2.5% per year, so that the growth of GDP per member of the
working age population was, on average, about 1.8% per year. The column
showing per worker growth rates Indicates that the amount of land per worker
grew more slowly than GDP per worker, but that physical capital and,
particularly, human capital stocks grew much more rapidly.

The final two columns show how these Input growth rates accounted
for the 1.8% growth rate of GDP per worker. Increases In the stock of human
capital accounted for 0.55 of the 1.8 percentage points, or 31% of total GDP
growth. This Is an Impressive fraction, Indeed, and clearly demonstrates the
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lox 2.3 (entinued)

Importance of Investment In education In explalning GDP growth In Africa.
The most nearly analogous figure from Edward DenIson's work on eco'.OmIc
growth In the United States between 1929 and 1976 is 26%. Growth In
avallability of physical capital accounted for 71% of the total growth. A
aresidualp of unaccounted-for growth was actually negative In this analysis,
resulting In a decrease of 0.1 percentage points per annum In the level of
growth that would have been expected on the basis of growth In the measured
Inputs. This residual (often Interpreted as technical and institutional
Improvement) Is positive In studles undertaken wlth data from the United
States and other Industrlalized countries and often accounts for a
substantial fractlon of total growth. That It has been negative over this
period In Africa may be consistent with Impressionistic accounts of recent
sharp technological and Institutional deterloration, and Is disturbing.

Contributors to GDP growth In 31 countries of sub-Saharan Africa, 1965-83

Contributlon to 1.8%
growth rate of GDP
per member of working

Growth rate (X per year) age population

Per member
of working age Percentage Percent

Varlable Absolute populatlon points of total

GDP 4.3 1.8

Labor (size of working 2.5 - - -

age populatlon)

Physical capital stock 7.8 5.3 1.25 69%

Land (area under 3.6 1.1 0.09 5%
cultivation),

Human capital (years 18.3 15.8 0.55 31%
of secondary educa-
tion In working age
population)

Residual - - -0.09 -5%
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statistics emerging in the past 18 months have reflected a return to growth. To
take full advantage of an improving economic policy environment, sustained
infrastructural investments must be made, both public and private. The
evidence is powerful that education is a key area for such investment. African
governments and peoples have successfully implemented massive educational
investments, and evaluation of the consequences shows the returns to have been
high. We come, then, to the first central recommendation of this report:

Recommendation 1. On grounds of unusually favorable economic returns
relative to costs, as well as implementation feasibility, education is
prominent among the sectors in Africa where greater effort is essential for
engendering long-term development. Most African countries should aim to
increase total (public plus private) education expenditures from their recent
levels. Government expenditure, currently averaging between 4% and 5% of
national income in the region, should in most countries be gradually increased,
particularly in those countries now dedicating significantly less than this
proportion of public resources to the sector or in which attainment on key
indicators of educational development is lagging far behind regional averages.
Such. increases in public spending are warranted, however, only in conjunction
with efforts at all levels to enhance education's internal efficiency and
financial viability. The broad array of measures appropriate for these
objectives will typically include increased non-government contribution to, and
provision of, educational services, thereby raising private resources dedicated
to the sector at least in proportion to the increase in public resources.
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Chapter 3. MAJOR PROBLEMS: ENROLLMENT STAGNATION AND QUALITY DECLINE

Although African nations have made enormous progress in education as
described in Chapter 1, much remains to be done. Africa still lags behind
other developing regions on most indicators of educational development.
Moreover, the external factors described in Chapter 2 provide an inhospitable
environment for eliminating the education and training gap.

Indeed, because of the ..nvidious combination of rapid population
growth and economic stagnation, the gap between sub-Saharan Africa and the rest
of the world appears to be widening at the present time; certainly it is no
longer closing as in recent decades. Unless steps are taken to address the
serious problems in education, what was a gap will in time become a gulf.
Given the vital links discussed at the end of Chapter 2 between education and a
people's prospects for economic growth and development in the future, this
cannot be allowed to happen.

This chapter describes the alarming state of education in Africa along
the two principal dimensions of educational output, quantity and quality. On
the quantitative side, school enrollments have fallen as a proportion of
school-age populations in many Af-ican countries; absolute declines actually
have occurred in a few. Althou adult education for literacy (to the extent
that it provides a second chance for those who miss the opportunity to enroll
in the formal school system) can often be justified on equity grounds, it
should be seen primarily as a stopgap solution. For the longer run, the
educational goal should remain universal primary enrollment, which ultimately
obviates the need for adult education of this kind.

With respect to the qualitative dimension of educational output,
although there is less "hard" evidence that the performance in Africa is
unsatisfactory and that it has declined over the recent period, the limited
evidence points convincingly, nonetheless, to these conclusions.

3.1 Enrollment stagnation

Between 1960 and 1970, total enrollments in sub-Saharan Africa grew at
an average annual rate of 6.5%. Between 1970 and 1980, this rate rose to 8.9%.
During the first th ee years of the 1980s, however, the rate of increase
plummeted to 4.2X.

Although enrollment increases declined at all levels of education, the
drop was most pronounced at the first level, where the rate fell from 8.4%
(approximately 2.9 million additional pupils each year) between 1970 and 1980,
to 2.9% (approximately 1.4 million additional pupils each year) between 1980
and 1983. Given that the population of primary school-age children is now
increasing at an average annual rate of 3.3%, a 2.9% increase in enrollments
will not even keep pace. This section begins with an analysis of the problem
of stagnating school enrollments, then turns to an account of the role of
nonformal literacy and other adult education programs as a partial (at best)
substitute for enrollment expansion, and ends with a discussion of the equity
implications of the current enrollment trends.
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(a) School enrollments

In half (19) of the 39 countries, the present growth rate of the
school-age population exceeds that of primary school enrollments. In these
countries, unless efficiency is much enhanced, gross enrollment ratios must
inevitably fall. For the region as a whole, if the growth in primary
enrollments continues into the future at a rate below 3%, by the year 2000 the
gross enrollment ratio will have fallen back below 70%, the level of the late
1970s.

While absolute enrollments continue to rise in most countries, this is
no longer the case in all countries. Between 1980 and 1983, first-level
enrollments actually fell in four countries -- Angola, Mozambique, Somalia, and
Togo. Less complete and reliable data for the more recent period suggest that
primary enrollments have fallen in Benin, in some states of Nigeria, and in
several of the least advantaged parts of the Sahelian countries. Post-primary
enrollments also declined between 1980 and 1983 in several countries, including
four (Cote d'Ivoire, Ghana, Senegal, and Swaziland) where secondary or tertiary
enrollments declined even though primary enrollments continued to increase at
close to or better than pre-1980 rates.

On the demand side, enrollment declines reflect the current economic
situation in Africa. Children who might have attended school in better times
are kept out or pulled out because they are needed to work at home or, in very
dire situations such as those that accompanied the recent drought, because
their families have been forced to migrate. Also, family incomes have fallen
at the very time that many countries have introduced or raised school-related
fees. Finally, the private benefits of education, especially inferior quality
education, may have fallen during the recent period of economic stagnation;
educational qualifications for many jobs have risen as a function of the rapid
expansion of graduates. Until issues of school quality are addressed and
economic recovery is well under way, the demand for schooling in Africa will
remain weaker than in the past, when it was extraordinarily strong.

To some extent, too, the deceleration in the expansion of education in
much of Africa is a natural outgrowth of past quantitative achievements in the
sector. As described in Chapter 1, there was tremendous progress in the early
post-independence years, and proportionate enrollments in some African
countries are already close to world standards, especially at the primary
level. The gross primary enrollment ratio for the 39 sub-Saharan countries
taken as a whole was 75X in 1983, and in 16 of the 39 countries the enrollment
ratio exceeded 85%. This level of participation was reached in Latin America
and Asia only quite recently (in the early 1960s).

In general, given a country's present enrollment level, the rate of
enrollment growth is closely related to that country's income per capita.
Although this relationship holds in general terms, the country with the fastest
growing primary education sector in recent years is Burundi, defined as a "low
income" country under the World Bank's system of classifying country economies;
Burundi's GNP per capita in 1984 was only $220. The country with the most
impressive recent gains across all three educational levels is Zimbabwe.
First-level enrollments in this country grew at nearly 15% annually between
1980 and 1983, second-level enrollments at 54X, and third-level enrollments at
23%. Zimbabwe's efforts stand out as a notable counter-example in contrast
with the general regional trend toward enrollment stagnation (see Box 3.1). It
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would appear that, over and above the ability to pay, commitment to the sector
is an important factor in determining a country's rate of educational
expansion.

[Box 3.1]

(b) Adult literacy and training

Falling enrollment ratios must result eventually in adult populations
less "schooled" and, as a consequence, even less productive than those living
and working in Africa today. Even prior to the current fiscal problems, at the
beginning of the 1970s, widespread concerns about educational budgets and about
patterns of inequality in the formal education system led to an appeal for
"nonformal" education for adult literacy and other purposes. Although data are
not available concerning the numbers involved in these programs and the extent
to which they have grown or contracted, adult programs are important in a
number of countries.

By the late 19709, adult education and training activities included,
in most African countries, not only literacy teaching but also some or all of
the following: out-of-school tra.ning for the informal sector; skill
acquisition and income generation for women; the training of trainers for
health, nutrition, and agriculture; and a variety of activities designed to
provide equivalency to the several levels of the formal education system. As
nonformal education has developed in Africa, it is characterized by the
following main features: It serves predominantly young adults, many of whom
are of the same age as their counterparts in the formal schools; much of the
activity is organized locally and takes place with little or no direct
subvention and control from the state beyond some minimal registration and
supervision; the young recipients (or their families) often pay for courses
that are, in some sense, equivalent to those offered in the schools or in
formal industrial training; even those who pay for instruction are typically
drawn from the poorer elements of rural and urban society; they are often
obliged to combine their education or training with work; many of the courses
taught, especially those organized through non-governmental organizations, have
been negotiated with the participants or their representatives and, to this
extent, reflect the priority needs of the community.

Many of these characteristics of nonformal education programs are
innovative and likely efficiency inducers. Some are typically absent from and
could, with appropriate modification, be emulated in the formal education
system. The possibilities for change with respect to all elements of the
education system will be considered in the discussion of policy options in Part
Two of the paper.

The presence ar.d recent growth of nonformal education programs raise
three major questions for African governments. First, do the present
equivalency programs that offer education and skills outside the formal sector
point to ways that would dramatically open up, to a wider public, many of the
currently under-utilized institutions of the ministries of education and labor?
Second, are there ways in which the concerns of African governments about the
vocational preparation of young people for informal sector employment can be
met through existing low-cost, out-of-school programs rather than by way of
newly created national schemes for vocational study within schools? And third,
to what extent, if any, can the existing nonformal education structures
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Box 3.1 THE STORY OF ZIhSABWE

While primary and seeondary enrollment rates have fallen In many
sub-Saharan African countries since 1980, enrollment rates have Increased
dramatically In Zlmbabwe. That year marked the beginning of majority rule In
Zimbabwe, 15 years after a white minority regime had unilaterally declared
Independence (UDI) In what was then called Rhodesia.

Rhodeslan society -- Including Its educational system -- had been
structured basically along lines of raclal Inequality. Separate *European'
and 'African3 educatlon departments led to restricted provision and lower
quality of education for blacks relative to whites. Public per pupil
expenditures were 12 times greater In the 'Europeang system than In the
'Africang system at the prlmary level, and nearly three times greater at the
secondary school level. In 1979, however, In response to the intensifying
war of liberation, the coalition government merged the two education
departments and began the process of raclal Integration of schools. Although
these reforms Increased black access to education, enrollments continued to
be restricted, especially at the secondary and higher educatlon levels.

After Independence In 1980, the now government began to redress the
Inequality InherIted from the colonial and UDI periods. Education reform was
based on the premise that education, In additlon to contrlbuting to a
nation's economic growth and development, was also a basic human right.
Educatlon was viewed as an effective vehicle for promoting many of Zlmbab'we's
goals, Including the development of nonracist attitudes, a new national
Identity, and loyalty to the state. The government gave top priority to
reopening and reconstructing schools that had been closed during the war
(nearly one-third of all primary and secondary schools In rural areas) and to
the expansion of education at all levels, with particular emphasis given to
secondary education.

Parents and local communities lent their support to the expansion
effort by contributing fees and their labor for the construction and
rehabilitation of schools. This private support stemmed from the belief that
education Is the key to an Individual's obtaining a Job In the modern sector
of the economy and Improving one's standard of llvIng.

Between 1979 and 1985, primary enrollments In Zimbabwe Increased
about 160%, and secondary enrollments about 650%. The gross primary
enrollment ratio now exceeds 100%. and given the low reported rate of pupil
repetition (1%, see Annex Table A.12), It seems safe to conclude that
Zlmbabwe has achieved the elusive goal of tniversal primary educaticn. The
secondary enrollment ratio has shot up also, from below 10% before
Independence, to above 40% today. While enrollment Increases have been
achleved at some cost -- In terms of Increased expenditures and consequent
constralnt In macroeconomic flexlbillty -- they, nonetheless, clearly
represent remarkable achievements.
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compensate for slowdowns in expansion of school enrollments? This paper
returns to these questions at appropriate points in the chapters that follow.
The last question, however, having to do with complementarities between the
formal and nonformal education systems deserves some brief comment at this
point.

Unlike primary, general secondary, vocational, and university
education, adult literacy education is not a regular preoccupation of the
ministry of education in most African countries. Usually, it commands
attention on an ad hoc basis for the purposes of a particular campaign or
series of campaigns. When this happens, the tendency has been for the national
literacy coordinating committee to make use of many of the mechanisms that have
routinely been associated with other forms of adult and nonformal education --
teachers receiving token honoraria, students working during vacations, school
buildings commandeered for use in the evenings. Part and parcel of most
successful adult literacy campaigns has been a powerful sense of the commitment
of unpaid or modestly paid volunteers. While such relatively low-cost
modalities are much in evidence in the first months or years of the campaign,
the process of institutionalizing these efforts continues to be a challenge; in
the medium to long term, reliance on volunteers and a campaign spirit probably
cannot be sustained.

Moreover, the accomplishments of the successful campaigns in, say,
Ethiopia and Tanzania, could rapidly become diluted if these countries' primary
school systems cannot attract and serve the ever-larger cohorts of children
during the 19809 and 1990s. In countries where the primary system fails to
meet this challenge, the call for universal literacy, if issued at all, can
never be met in a single campaign. In this environment, the campaign would
have to be a perennial event, continued with additional expense and effort till
such time as the birth rate stabilizes. Unless the problem of low school
enrollment ratios in the region is vigorously attacked, the pool of young adult
illiterates will be refilled as rapidly as illiteracy eradication campaigns can
deplete it.

In conclusion, adult and child literacy (and illiteracy) are thus
intimately connected. Adult literacy campaigns have played an important
mobilizing role for universal education in several countries, and more general
programs of adult or community education are vital to the maintenance of new
schooling traditions in parts of Africa. Single campaigns of adult literacy or
UPE will both prove to be poor investments unless they are consolidtted by
productive opportunities to put new skills to use. Lifelong education
opportunities are essential for providing individuals with the information and
skills needed to enable them to adapt to changing economic circumstances. The
issues relating to vocational education, training, and the learning of
occpation-specific skills will be discussed as part of Chapter 5.

(c) Expansion and equity

A critical issue related to the current enrollment stagnation in
sub-Saharan Africa is what this implies for equity. A great virtue of
educational investments, properly designed, is their potential for reducing
inequities in enrollments. Conversely, the recent stagnation of enrollments
seriously undermines the prospects for eliminating inequities that now exist.
In practice it is difficult to separate the fact of unequal participation in
education from that of low overall participation. Policies that increase
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overall participation will necessarily benefit disadvantaged groups, if only in
the long run; improvements in the status of disadvantaged groups are unlikely
to occur when education conditions in general are stagnant or deteriorating.

Ethnic and rural-urban differences in school participation, though
considerably attenuated since pre-independence days, remain an issue in most of
Africa today. Male-female differences, though close to being eliminated at the
primary level, at least in overall regional terms (in 1983 girls comprised 44%
of African primary school enrollments), are still much in evidence at the
secondary level (34% of enrollments) and especially at the tertiary level
(21%). Illiteracy is still much higher among adult females (73% in 1980) than
among adult males (48%).

3.2 Declining education quality

The impact of rapid population growth and economic stagnation on the
quantity of educational services in sub-Saharan Africa is relatively easy to
document. Another probable, though more difficult-to-measure effect of the
recent economic and demographic trends in the region is the erosion of quality
in education.

(a) The nature and importance of quality

The quality of a school or education system is properly defined in
terms of the performance of its students and graduates. In practice, however,
because inputs into the teaching process are generally easier to measure than
education's outputs, quality is often gauged in terms of the former rather than
the latter. Although information on input availability is important, caution
is reqvtired in drawing conclusions about quality from information on inputs
alone. The discussion that follows uses both direct measures of school
outcomes to provide information on quality as well as measures of input
availability.

When an attempt is made to measure outputs as a direct indicator of
quality, the most common approach is to concentrate on cognitive achievement
test scores. This makes sense to the extent that enhancing cognitive
achievement is prominent among education's goals and contributes centrally to
a student's ultimate productivity. This paper will follow the conventional
practice and focus principally on cognitive outcomes, because research suggests
that these outcomes are highly important (see Box 3.2), and because most of the
same factors that foster quality in learning appear likely to strengthen the
school's impact in other domains.

(Box 3.2]

The goals of schooling encompass, however, more than just academic
achievement. Quality pertains also to how well the school or school system
prepares students to become responsible citizens of a nation and to have a set
of attitudes and values relevant to modern society. Schools do achieve these
goals, and they are important ones.

Frequently when an African child enters school, he or she is faced
with a situation quite foreign to his or her life at home in a rural village or
urban slum. The language used in the school is often different, the method of
communication is written rather than verbal, and existence is categorized into
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Box 3.2 ARE COGNITIVE OUTCOMES REALLY IMPORTANT? THE INTERPLAY OF
ABILITY, SKILLS, AND SCHOOLING

Earnings go up with education, it is generally believed, because
education imparts cognitive skills to workers, and employers pay more for
these skills. Critics believe other factors are at work.

If the critics are right, the value of education may well have
been exaggerated. Researchers tested the arguments of the critics, in a
study conducted in Kenya and Tanzania, by assessing the impact of three
factors on earnings: innate ability, years of schooling, and acquired
cognitive skills (like numeracy and literacy). Their work provides
answers to the following questions.

Do acquired cognitive skills and innate ability matter? Workers
with high cognitive skills do earn much more than others. But the direct
effects of innate ability improves earnings only slightly (although
innate abilitity does have a large indirect effect on earnings by
enhancing the acquisition of cognitive skills).

Do cognitive skills affect earninzs in each educational
category? There are great variations in skill levels among secondary
graduates as well as primary ones. In skill tests, the top third of
workers scored 50% to 100% higher marks than the bottom third in each
category. This top third can expect to earn 50% more than those in the
bottom third in Kenya and 35% more than those at the bottom in Tanzania.
Moreover, the top third of primary-school leavers will earn almost as
much as the bottom third of secondary graduates.

How large are the indirect effects of schooling and innate
ability? In Kenya, secondary schooling raises earnings directly by 21%,
but raises them indirectly by 252 by improving cognitive skills. The
pattern is similar in Tanzania.

The study strongly supports the view that education endows
workers with cognitive skills that draw a premium in the labor market.
It shows that: (1) innate talent is not sufficient -- it must be
converted to cognitive skills through education; and (2) long years spent
at school are not sufficient -- they must be used productively to acquire
skills.
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subjects that are not referred to at home. A child's major challenge at this
stage may not be that of learning new skills, but simply one of adjusting to an
altogether different environment. In addition to basic cognitive skills such
as literacy and numeracy, therefore, the quality of education has also to do
with the successful integration of what children already know when they enter
school, with what they will need to learn as they proceed through the education
system; quality entails the accommodation of modern, market-oriented skills to
traditional, home-based values and needs. Policies for the achievement of
these qualitative objectives include adjusting the school calendar to take
account of the child's economic functions at home; giving first instruction in
the child's mother tongue; integrating subjects around the life of the child
and his community; and involving students in the application of theory so that
learning has utility beyond that of qualifying individuals for the next level
of education. These changes encourage children to look at and react to their
environment in new and more productive ways.

When either academic or post-school performance is used to measure
school quality, it is necessary to control for the effect of nonschool factors
(e.g., innate ability, family background, and eerly childhood education). The
impact of school inputs on performance is the performance gain attributable to
these inputs, after controlling for the effects of nonschool factors. Although
this paper focuses on school factors, the importance of some nonschool factors
affecting student performance are considered also, especially those dealing
with the child's health and nutritional status.

Finally, it should be remembered that what constitutes an acceptable
standard of school quality is a relative matter. As with other services such
as housing, nutrition, and health, the appropriate level of quality differs
between different countries at different levels of development and for any
particular country over time. For example, as African countries more than
doubled their enrollment ratios over a comparatively brief period, it was to be
expected that the ability of students to perform at a superior level would
decline on average, simply as a function of the region's having moved from a
small elitist system to a system serving many children, including those who are
disadvantaged with respect to the out-of-school factors that affect learning
outcomes.

It is sometimes argued that this decline in average quality is
acceptable so long as the performance of those individuals at the top of the
achievement distribution does not suffer. Given, however, the serious recent
deterioration in learning conditions in much of the region (see next section),
there is reason to believe that the performance of the highest achieving
students has also declined. Certainly, in order to maintain a constant average
quality of education in a rapidly expanding system, there is a need to improve
the overall effectiveness of the system. This need remains to be satisfied in
most of sub-Saharan Africa.

(b) Evidence of declining quality

Levels of cognitive achievement on the part of African students are
low by world standards, and the evidence points to a decline in recent years.
Much of this evidence is indirect, however, and focuses on quantities of
particular inputs (especially books and other learning materiais, management,
and maintenance of capital assets) and on the recent decline of these relative
to other inputs (especially teachers).
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On the output side, information is limited; however, the information
that is available is compelling, and it is disturbing. The International
Association for the Evaluation of Educational Achievement (IEA) based in
Stockholm, Sweden, has served as the coordinating agency for a number of large
cross-national studies of student achievement since the mid-1960s. Although
few developing countries participated in the earlier studies, the latest rounds
of IEA surveys do include more LDCs, including some African countries. The
second IEA study of achievement in mathematics, for example, which was
conducted in 1981-82, includes (in addition to 14 industrial market economies)
information on three upper middle-income countries and three lower
middle-income countries. Included in the last group were two African
countries, Nigeria and Swaziland. The third country in this income group was
Thailand.

For the mathematics study, tests in five sub-fields of mathematics
were administered at the end of the 1981 school year to national samples,
ranging in size from 800 to 8,000 students, all of whom had reached the age of
13 years by the middle of the school year. Although there were differences
across countries, the upper middle-income countries as a group performed on a
par with the industrialized ones (for details see Annex Table C.4, column a).
The lower middle-income countries, however, and particularly the two African
countries, performed much worse. Students in Nigeria and Swaziland answered
just over half as many items correctly as students in Japan, the highest
scoring country, and about 65% as many items correctly as students in the 17
better-off countries. These differences are highly significant.

Earlier IEA studies of achievement in reading comprehension and
general science included no African countries, but the same tests used in these
studies were subsequently administered to a small sample of students in Malawi
(Annex Table C.4, columns b and c). Although the Malawian students were, on
average, six years older than the IRA-surveyed students, their performance was
less satisfactory than that of any of the other 16 groups in reading and lower
than all but three in science. The number of items answered correctly by the
Malawian students was just over half the average number in the ISA-surveyed
countries on the reading test and about 84X on the science test.

Examples of specific test items illustrate more concretely the
magnitude of the quality problem. In November 1986, an educational research
institute in a Francophone African country administered, to fifth grade
students, the same mathematics test that had been administered to all incoming
fifth grade students in France a few months before. Three of the questions on
the test are translated and substantially reproduced belows
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(1) 1322 X 0 - ?

(a) 0 (b) 1322 (c) 13220

(2) A roast weighs 2kg, 50g, or:

(a) 2050g (b) 2500g (c) 250g

(3) A purchase of 4 cartons costs 3.80 Francs.

A purchase of 8 cartons would cost:

(a) 30.40 Francs (b) 7.60 Francs (c) 6.60 Francs

Since, for each question, students were given a choice of only three
responses, guessing would give a 33% chance of choosing the correct response.
In fact, only 33% of the students were correct on the first item; 30% were
correct on the second; and 26% were correct on the third. Each of the items
tested reflected content that the students' teachers felt was covered in the
curriculum. On the test as a whole (40 items), the students performed no
better than chance would p,edict, even though the tests had been administered
in reasonably good schools in the capital city. The conclusion is inescapable:
students in primary education in this country are learning virtually no
mathematicst

The general conclusion to be drawn from these studies is that the
quality of education in sub-Saharan Africa is well below world standards. One
explanation for this low quality is that expenditure per student, a highly
aggregated proxy for educational inputs, is very low by world standards. This
is especially true at the primary level.21 Another explanation for the low
quality may be that what little is spent on each student is poorly utilized,
i.e., that there is internal inefficiency in the education system.

Public recurrent expenditure per student at the primary level in the
industrial market economies exceeded expenditure in the countries of Africa by
a ratio of 30-to-I in 1980. The industrial market economies were spending over
$2,200 per pupil in current 1980 dollars (median expenditure in 16 countries
with 1980 data available), and Africa (23 countries with data available) only
about $65. East Asia (5 countries) was spending about $190 per pupil on the
average in the same year, and Latin America (20 countries) about $155. Only in
five countries of South Asia was spending per primary school pupil lower yet
than the African average.

Per student expenditure in African education is not just low, it is
declining (see Table 3.1). The combination of essentially constant budgets
(since 1980) and rapidly expanding enrollments has made the financing of
education's recurrent costs ever more difficult over time. Between 1970 and
1983, recurrent expenditure per student at the primary level expressed in
constant 1983 dollars fell from $67 to $48, and at the secondary level from
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$362 to $223 in the median African country (Annex Table C.5). Only in higher
education, which involves relatively few students and where unit costs have
been very high traditionally by comparison with lower levels of education in
Africa, was there no obvious downward trend in expenditure per student.-1

[Table 3.1)

Low expenditure per student has certainly constrained the level of
learning achievement in sub-Saharan Africa. But low quality results also from
a misallocation of expenditure. At least until recently, there was a tendency,
often encouraged by the behavior of donor agencies, to emphasize development
expenditure in education, especially expenditure involving the construction of
new facilities, and to ignore the recurrent cost implications of new projects
as well as the recurrent inputs required to assure the productivity of existing
establishments. For example, the ratio of expenditure on books and supplies to
expenditure on teachers' salaries is far lower than most knowledgeable
educators would consider optimal. Moreover, because teachers' unions are
politically potent and most salaries are protected by contractual obligations,
the salary-nonsalary ratio in African public education has tended to increase
in recent years as budgets have been cut.

Data for the most recent year available show that teachers' salaries
and benefits in sub-Saharan Africa account for about 91% of recurrent education
expenditure at the primary level, 70% at the secondary, and 68% at the tertiary
(medians -- see Annex Tables A.20-A.22). Even if all of the rest were
available for the all-important teaching materials, this does not leave much to
spend on them, nor on the maintenance of school buildings and equipment. At
the secondary and higher levels, where transfers to students for welfare
costs (food and lodging) claim significant sums, the crunch on nonsalary inputs
is even tighter than the figures suggest.

For example, educational materials account for just 1.1% of the
recurrent primary education budget in the median African country (Annex Table
A.20). This allocation amounts to less than $0.60 per pupil per year, which
buys very little in the way of books, slates, wall charts, and writing
implements. Even if one concedes that some educational materials are purchased
out of development budgets (because of the unwillingness of many donor agencies
to finance 'recurrent" costs), and notwithstanding the fact that some (perhaps
significant amounts, in some places, of) materials are purchased privately by
students for their own use, the picture remains stark by comparison with other
places. The developed countries spend a larger percentage of a much larger
budget on insttuctional materials, close to 4% at the primary level, which
amounts to about $100 per pupil per year. With only $0.60 spent per pupil per
year on educational materials in Africa, even the most ingenious teacher would
find it hard to teach children very much. Only by reallocating a substantial
multiple of this amount from other expenditure categories (or by mobilizing
this multiplied amount in the form or additional resources) can teachers in
African schools again become pedagogically productive.
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Table 301 Public Recurrent Zzpenditura per Student in Sub-Saharan Africa,
1970-1983

1970 1975 1980 1983

Expenditure per primary student $67 $61 $51 $48
As % of GNP per capita 161 191 16X 15%

Expenditure per secondary student $362 $308 $195 $223
As Z of GNP per capita 111X 93Z 62X 62%

Expenditure per tertiary student $2,462 $3,090 $2,798 $2,710
As multiple of GNP per capita 11 12 7 8

Notes Median values. Per student expenditures in constant 1983
dollars. From Annex Tables A. 17-A. 19.
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PART TWO: POLICY OPTIONS FOR AFRICAN GOVERNMENTS

Three of the four chapters in Part Two will deal with the education
system by level -- primary, secondary and higher. Because the problems
encountered at these three levels differ, the substance and structure of the
chapters will differ accordingly. Yet a number of common issues recur in each
of the chapters, and these will be discussed in general terms here.

Chapter 3 raised concerns about recent trends in both the quantitative
and the qualitative dimensions of African education systems' output.
Quantitative and qualitative outputs of the system can be at undesirably low
levels for either of two reasons. One is inefficiency, and the other is a lack
of resources or inadequacy of finance. The paper argues that both these
factors are operative, but places particular emphasis on the importance of
strengthening management to reduce inefficiency. Because of the key role of
management improvements, a separate chapter is devoted to the subject.

The first set of issues, then, concerns efficiency in education.
Efficiency has to do with how well inputs into the educational process are used
in producing a school or a school system's desired educational outcomes.
Efficiency exists whenever the output obtained from a given budget is at a
maximum, or when the budget used to achieve a given output is at a minimum.
Educational output, as already seen, comprises two main dimensions. The first
is quantitative and has to do with how many students pass 'successfully"
through the educational process. The other is qualitative and has to do with
what happens to these individuals during that process, i.e., with the gains
that occur in the form of cognitive achievement and other dimensions of output.
In light of these two dimensions, it is useful in discussing policies for
enhancing education's efficiency to distinguish between policies that would
involve additional participants in the system, given the average achievement
gain, and others that would raise achievement, given the number of
participants.

Savings realized via more efficient production methods may become
available for redeployment. Those realized in a given school or educational
sub-system can be put back into the same unit to increase this unit's output,
or they can be shifted elsewhere in the economy -- to another unit within the
same sector or to a different sector. Although in any particular instance
there may be good reasons for doing otherwise, policymakers should, before
doing anything else, consider making savings available to the same unit from
which they were extracted. Otherwise there is usually little incentive for
managers to reduce costs.

The second cluster of policy issues relates to the other factor
constraining,system output, adequacy of finance. Especially when economic or
political criteria would call for an increase in the quantity of education
provided (whether an "increase' is defined in terms of additional students, or
higher achieving students), the financial question looms large on the
policymaker's agenda: How does a society mobilize additional resources for
education? To this question, there are three possible answers: (1) government
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can allocate additional public resources to the sector; (2) communities and
families can allocate additional local or private resources to the sector; and
(3) the donor :ommunity can allocate additional international resources to the
sector.

Given education's importance in the development process, additional
resources will need to be mobilized for African education -- from all sources,
public and private, domestic and international, although in many countries,
public domestic budgets have already been stretched quite close to the limit.
Under the conditions of austerity existing on the continent today, therefore,
for most African countries the strategy of utilizing resource flows more
efficiently offers the greatest potential for ameliorating problems of access
and quality; hence the emphasis in this paper on management and efficiency.
But diversifying sources of finance beyQnd the public budget is also important,
and the forms of such cost sharing that might be appropriate to each level of
education will be discussed in the chapters that follow.

A third set of issues to be addressed concerns the relevance of the
curriculum to the needs of individuals and societies. The main issues that
many countries face in this domain concern when and how to make the transition
from subjects that have broad vocational relevance (e.g., language and science
skills) to programs and subjects that will prepare individuals for specific
jobs or clusters of jobs. There are several relevant lessons from
international experience. The first is that a strong general education, which
schools provide efficiently, greatly enhances the future trainability of an
individual. The second is that job-specific training is also very important,
and that such training is usually most efficiently provided after initial job
decisions have been made and in institutions under strong influence of the
ultimate employer. Occupation- and job-specific training need not provide
individuals with degrees or credentials.

There is no longer serious discussion about the appropriate main
emphasis of the primary (and lower secondary) curriculum: to impart the basic
skills of language and mathematics, as well as a basic knowledge of the social
and natural environment, is what is most relevant at this level to future
productivity. The chapter on primary education does not discuss this issue
further. At the upper secondary level, however, the trade-off is more real
between continuing with generally relevant education on the one hand and
specialization on the other. And, as specialization becomes preferable for an
increasing proportion of students, the question arises of whether schools are
efficient institutions for providing specialized training or whether
institutions at or closer to the ultimate work-site would be better. The
answer may well differ for different occupations and, perhaps, for different
countries at different times. Chapter 5 discusses these difficult issues
further, and the chapter on higher education deals with closely related
questions such as, for example, the relative importance of producing lawyers
versus engineers.

A fourth class of issues involves equity. African governments since
independence have stressed, almost uniformly, the importance of poverty
reduction -- of eliminating extremes in the distribution of income and
achieving broad participation in the development process. World Bank
experience has shown that one of the most effective ways to address the needs
of the poor is to give them a productive asset such as education, rather than
to transfer income to them directly.
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Fortuitously, many education policies serving important equity
objectives have other important benefits as well. Further extension of primary
education, which is perhaps the most important educational policy to address
unequal income distribution, is also characterized by high rates of return;
education that empowers women also enhances their productivity, both as income
producers and also in the management of the home environment; policies that
reduce the levels of subsidies given to relatively well-to-do students will not
only reduce inequity but also result in improved efficiency in the provision of
learning opportunities. A great virtue of educational investments is their
potential, properly designed, for reducing inequity; the paper returns
frequently to this point in the pages that follow.

* * *

Because this is a sectoral policy paper, the discussion here focuses
inevitably on what African education policymakers must consider doing in order
to put their own houses in order. To the extent they manage to do so, the
claim that the sector can legitimately place on national resources is
strengthened. In the end, of course, the success of policy reform in education
will depend very much on the institution of appropriate complementary policies
in other sectors, and in the overall macroeconomic framework within which all
sectors operate.
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Chapter 4. THE FOUNDATION: PRIMYRY EDUCATION

The growth in primary school enrollments in sub-Saharan Africa during
the 1960s and 1970s may be unparalleled at any time or place in history.
Through this period, however, some analysts warned that the region's
preoccupation with quantitative growth would lead to a serious deterioration
in the quality of education. Warnings of falling quality became even more
persistent in recent years as the financial squeeze between ever-tighter
budgets and ever-larger pupil cohorts starved educational systems of essential
operating inputs such as textbooks and facility maintenance. Poor quality in
primary education is a serious matter, because this is the only formal
education that a majority of today's African children can hope ever to
receive, and because the quality of primary education plays a major role in
determining the quality of all higher levels of education.

Even so, the extent to which any particular country can increase the
relative emphasis given to education quality in the near future depends on the
progress already achieved with respect to quantity in the past. In this
regard, the diversity within the region is considerable. The median gross
enrollment ratio for the ten lowest primary enrollment countries (LPECs) is
37Z, ranging from 21% to 49%. The enrollment ratio for 13 middle enrollment
countries (MPECs) ranges from 53% to 79%, with a median value of 67%.
Finally, the enrollment ratio for the 16 highest enrollment countries (HPECs)
ranges from 87% to well above 100%, the median being 106% (see Annex Table
C.5).

Furthermore, within every country there are large enrollment
disparities between different population groups. In 13 out of the 39 African
countries, the share of girls in primary enrollments is smaller than 40%.
Much larger than the disparities between girls and boys at the primary
level are those found between rural and urban areas. In most countries, one
observes, in effect two educational systems, an urban system and a rural
system. The former has close to universal enrollment wnile the latter is
composed of scattered (often incomplete) schools and has much lower enrollment
ratios. A recent survey in Cote d'Ivoire, for example, showed en.ollment
ratios in Abidjan and other urban centers 30 percentage points higher on the
average than in the countryside. Thus, regardless of the overall enrollment
ratio in a country, increased coverage may well involve the addition of
children who are more difficult to attract to school (because of high
opportunity costs or negative parental attitude towards school) and for whom
provision is more costly (because of scattered population).

At first blush, the trade-off between improved quality and further
expansion of primary education seems stark. To pose the dilemma: whereas
improvement of education quality will need to assume a more prominent place on
the agenda of education policymakers in the years ahead, few if any African
countries can yet afford to take for granted the dimension of education
quantity. A question remains, however, as to the most efficient means of
raising the academic competence of pupils by any given amount. If, by
increasing the annual flow of certain crucial inputs (such as instructional
materials), it becomes possible to bring pupils up to the same level of
competence as before in fewer years than before (or to a much higher level of
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competence in the same number of years), thereby saving on the use of other,
much more costly factors (notably, capital costs and teachers' salaries), then
it almost certainly pays to do so. Seen in this light, there is a cost of
low-quality instruction, and the trade-off between quantity and quality
becomes a moot issue.

In the countries where educational standards have deteriorated the
most, the choice between expansion and quality is no longer really an
either-or choice. Without some minimal package of basic inputs, including
most importantly an adequate amount of textbooks and other instructional
materials, virtually no learning occurs. Under these conditions, ensuring the
availability of essential inputs is a prerequisite both of quality improvement
and of expansion. For the remaining countries, however, it is a question of
finding a balance that reflects current levels of enrollment and quality. The
remainder of this chapter discusses efficient approaches, first to quality
enhancement, then to quantitative expansion. The concluding section of the
chapter deals with the question of how to finance improvements in both.

4.1 Measures to improve school quality

This section reviews a number of possible measures for maintaining
and raising the quality of primary education. Five categories of inputs into
the production of education quality are identified and discussed: (a) teachers
(class size, teacher training and morale); lb) instructional materials
(textbooks and other reading materials; writing implements; radio and other
instructional media); (c) school buildings and facilities; (d) language of
instruction; and (e) nutrition and health of children. A sixth important
ingredient to improving quality is a strong examination system. External
examinations play an important role in quality improvement in two ways:
through performance measurement and curriculum improvement. Since this device
is essentially a management tool, it is treated in Chapter 7, which
discusses the strengthening of management.

The potential for adjusting any of these inputs to improve quality
efficiently varies, and the purpose of the discussion that follows is to
summarize what experience has to say about the effectiveness as well as the
financial and administrative feasibility of the alternatives. In the final
analysis, the effectiveness of any input depends on how it is used in
conjunction with all other inputs; an effective school is one that offers a
coherent package of inputs.

(a) Training and use of teachers

Two dimensions of the teacher input may be distinguished: quantity
as reflected in class size, and quality as reflected by factors such as length
and content of training received, classroom organization, and teacher morale.

Class size. There is substantial research evidence in support of the
proposition that, within broad limits (between 25 and 50 pupils), changes in
class size influence pupil achievement modestly or not at all. Given that
most classrooms are not designed for more than 50 pupils, however, and given
that discipline can be a problem, classes much larger than 50 pupils should
probably be discouraged.
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In primary schools operating under a single-shift system, the
pupil-teacher ratio is a good proxy for class size. The median pupil-teacher
ratio in all of sub-Saharan Africa is 39-to-1. This suggests acceptable class
size on average. For classes that are at or close to this number, only a
substantial reduction in class size, too costly to be considered by any
country at the present time, would be likely to raise achievements.

However, even in countries where the average class size is below 45
pupils, there will still be many classes, especially _n urban areas, that are
much larger than this and where overcrowding may detract from a pupil's
opportunity to learn. Moreover, nine of the 39 African courtries report
average pupil-teacher ratios in excess of 50. In such settings, modest
reductions in class size (or larger classrooms) could prove to be
cost-effective, especially if this strategy were accompanied by other measures
to increase the number of classes that teachers teach on average (through, for
example, double-shifting).

Teacher Training. There is an incressing body of evidence on the
payoff of various amounts and kinds of teacher training. The results tend to
show that preservice training for primary school teachers consisting of more
than general secondary education and a minimum exposure to pedagogical theory
is not cost-effective. Long residential courses tend to be quite expensive to
produce, and teachers' salaries are usually closely tied to the amount of such
training received.

In recognition of these two cost factors and the difficulty of
changing them, policymakers in some countries, e.g., Burkina Faso, have chosen
to shorten the duration of preservice training for primary school teachers.
In other countries, the cost of preservice training has been substantially
lowered in recent years thx.ugh use of distance teaching (i.e., correspondence
education supplemented by raiio and tutorial sessions). Nigeria, Zimbabwe,
and Tanzania have all successfully applied distance teaching methods for
preservice teacher training; Box 4.1 summarizes Tanzania's experience.

(Box 4.1]

The optimal mix of training modet (general education, preservice
classroom study, supervised teaching practice, learning on the job, and
in-service training) will depend on the relative costs of the various modes
and on the salary structure for teachers. In many countries, however, an
emphasis on in-service training has been found to be cost-effective relative
to preservice provided that constructive supervision is provided as a
concomitant to the training. Some countries (e.g*, Botswana, Ghana, Kenya,
Lesotho, and Malawi) are now making successful use of distance teaching
methods to upgrade the pertinent knowledge and skills of serving teachers.

Perhaps more cost-effective than training per se as a way of taising
the professional quality of the teaching force may be to introduce, where
labor market conditions permit, more selective criteria for admissLon to the
profession. The recent increase in unemployment among university graduates in
the liberal arts and secondary school leavers should help in atitracting more
able individuals to the sector, although many potentially able teachers may
lack formal credentials. A facilitating policy here would be to admit
individuals to the profession based on performance on subject-matter tests,
then to provide them brief initial and in-service training.
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Box 4.1 DISTANCE LEARNING FOR TEACHERS IN TANZANIA

In 1974 Tanzania mounted an effort to achieve universal primary
school enrollment by 1977, despite serious resource constraints. It was
estimated that 40,000 teachers would be required to reach the goal, and
that it could not be accomplished through conventional teacher training
methods. Further, the pool of secondary school leavers who might be
pressed into service as primary school teachers was small, because
the government had focused on developing primary and adult education.
Thus, Tanzania needed a new strategy to fill its primary teaching ranks.
It chose to use primary school graduates with some experience in adult
education and to train them on the job.

Trainees had to be between 17 and 28 years old, live in an area
where teachers were in short supply, and have taught adult literacy for
at least two years. The strategy consisted of providing an initial
six-week residential training course, followed by supervised primary
school teaching. While working in the schools and teaching 22 periods a
week, trainees followed correspondence courses and listened to related
radio programs. In addition, opportunities were provided for them to
meet and discuss their work with fellow trainees and supervising head
teachers. Trainees were examined each term, and a final, nationally
organized, examination was administered at the end of the three-year
course. Of the 45,534 students who began the course between 1976 and
1978, 37,325 (82 percent of those who started) completed it, and 35,028
(77 percent) passed their final examinations, thus gaining qualified
teacher status.

A comparison of these trainees with a control group who
attended a regular teacher training program found the first group
performed slightly less well in academic knowledge, but better on
measures of classroom behavior. Because they were recruited locally,
their level of motivation may have been higher. The combination of the
practical classroom apprenticeship with study at a distance appeared to
be an effective way to respond to the critical primary teacher shortage.
Further, the strategy realized important savings, since teachers are
employed during their training period and the costs of residence at
training college is minimized. The costs of the distance teaching
strategy in Tanzania were calculated to be approximately one-quarter the
cost of conventional teacher training.
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In summary, in many African countries, ineffective teachers are a
constraint to pupil learning, deserving of the policymaker's attention. In
most of these countries, in-service training is likely to prove a more
cost-effective means of ameliorating this problem than alternative programs of
preservice training.

Teacher morale. The teacher's use of time and other classroom
resources is known to be a principal determinant of pupil achievement. To the
primary school teacher falls the major task of turning government-imposed
strategies for quality improvements into reality. But to be successful in
this regard requires that the teacher be motivated and dedicated. In the past
the appellation 'teacher' was a term of considerable respect. The profession
commanded high status in the community, and positions were eagerly filled.
Today, primary school teachers are often instead a beleaguered and dispirited
force, their status much eroded and their working conditions poor.

The lifting of teachers' morale reprosents a major challenge, since
most countrles cannot afford additional monetary incentives to achieve this
end. Not all measures to regenerate teachers' professional pride and
enthusiasm, however, need be costly. Increased provision of instructional
materials, and better support and supervisory services from inspectorates and
ministries will help improve working conditions, particularly for the many
teachers who must work in the relative isolation of rural areas.

(b) Instructional materials

Evidence points strongly toward the provision of instructional
materials, textbooks especially, as being the most cost-effective way of
increasing the quality of primary education. The scarcity of learning
materials in the classroom is the most serious impediment co educational
effectiveness in Africa. It is certainly here that the gap in educational
provision between this region and the rest of the world has grown widest.

Given that many primary school teachers in Africa have less formal
education and teacher training than is usually the case in more developed
regions of the world, the use of teachers' guides and other materials designed
to assist low-qualified teachers in the organization of classroom activities
could prove to be especially cost-effective in the African context. The
advantage of such materials is that they are intended to supplement the
teacher's own knowledge and to promote the proper sequencing of learning
activities In the classroom.

The availability of all such instructional materials has declined in
recent years as increased fiscal stringency has led to severe cuts in
nonsalary items of expenditure. The problem of the scarcity of appropriate
teaching materials, however, goes well beyond the availability of funds. Most
African countries have yet to develop a national capacity for the development
of low-cost teaching materials that are pedagogically sound and relevant to
the national curriculum.

With regard to written materials, an objective common to all African
countries should be to develop national skills to adapt and edit such
materials. For most countries in addition, enhanced capacity to write and
publish such materials in a feasible short-term objective. Local printing,
however, should not be taken for granted since small countries with limited
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educational markets are particularly costly to serve economically with local
presses. The economies of scale achievable through the combination of
sophisticated (and very expensive) high-speed multicolor presses and
relatively inexpensive but highly skilled labor often makes it more economical
for African countries -- and for many American and European publishing houses
as well -- to print textbooks for mass circulation abroad. In those African
countries where the local printing industry is reasonably developed and
efficient, the awarding of contracts for paper procurement and textbook
printing through international competitive bidding will assure that prices
paid do not exceed the lowest prices obtainable elsewhere by more than the
normal margin of domestic Preference accorded to goods and services of
national origin. Cooperation among groups of small African countries affords
the possibility of economies of scale in printing, as well as the possibility
of producing materials in those local languages that cut across national
borders.

In addition to their development and production, instructional
materials need to be stored adequately, and distributed to schools in a timely
manner, and teachers need to be trained in their use. All this requires
organization and planning and, above all, funds for transport, an item in very
short supply.

Exercise books and pencils are basic to the learning of literacy and
numeracy skills. To recover costs, some countries have transferred to parents
the cost of these basic supplies. An advantage of this approach is that it
lends protection to the provision of these relatively inexpensive but
pedagogically crucial inputs during periods of financial stringency.

Apart from tangible instructional materials, radio broadcasts to the
classroom have proven in some countries (e.g., Ethiopia, Kenya, Tanzania) to
be effective. For primary education, the use of radio would usually represent
an add-on cost (whereas in secondary and higher education, radio can be used
as a partial substitute for teachers -- see Chapter 5). In return for its
modest inflationary effect on unit costs, the use of radio can be expected to
yield significant learning dividends in primary education, especially in the
absence of highly skilled teachers. In Kenya, for example, there was recently
a major effort to teach English to primary school students in regions where
English was not widely spoken; a careful evaluation showed very substantial
learning gains (Box 4.2). Elsewhere in the world there has been very
favorable experience with the use of radio for teaching mathematics in primary
school; the radio package (including workbook) substituted for textbooks at a
quite low increment over what textbooks alone would have cost.

[Box 4.2]

Although radio, when thoughtfully used, has an important potential
for improving school quality, there is no evidence that the use of more costly
technologies (e.g., television) has any advantage over radio. Indeed, the
cost and complex implementation of the once massive educational television
system for primary education in Cote d'Ivoire led to its eventual abandonment.
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Box 4.2 INTERACTIVE EDUCATIONAL RADIO IN KENYA

Interactive radio differs dramatically from traditional
educational broadcasting in its reliance on student participation, or
interaction, with the program. Unlike the instructional design of
traditional educational radio that encourages passivity as students
listen to lecture-style instruction, the design of interactive programs
makes creative use of radio. The Kenya Radio Language Arts Project
(RLAP), a good example of interactive radio, involved primary school
children as active participants in a pedagogically sound dialogue that
taught the Kenya language curriculum.

What might have looked like pandemonium in a RLAP classroom was
actually a well-designed, tightly-controlled lesson called "English in
Action" whose key attribute was that it involved students actively in the
learning process. The thirty-minute daily broadcasts, which were
punctuated by music and little dramas, incorporate regular pauses for the
children to respond and receive immediate reinforcement for answers.
Responses could be sung, spoken, provided in writing or through physical
action. Typically children were given the chance to respond over
one-hundred times during each thirty-minute period. Careful evaluation
of students' learning gains after introduction of radio found highly
significant increases. The cost of extending RLAP to addition students
is estimated to be well less than $1 per student per year.

The effort to involve children in a conversation with the radio
demands precision timing and careful observation of how children respond
to radio prompts. RLAP designers have achieved this precision through
trials, observations, repeated pretesting, and classroom monitoring.
Teachers tended to be supportive of the interactive radio experiment;
they saw the program as a way to enhance their work, and not as a way to
replace them in the classroom. With assistance from teachers' guides,
they work along with the radio programs, calling on individual children
as cued by the radio, overseeing written responses, and providing closer
overall supervision than would be possible without interactive radio.

Kenya's RLAP was based on the successful experience of Radio
Math in Nicaragua. That program's use of interactive learning produced
consistently superior results among children in radio mathematics
classes, compared with children in conventional classes.

Experience has shown that interactive radio can be used
effectively by untrained classroom monitors, as well as trained teachers,
with little training or special support. Further, once radio lessons are
developed, the annual per pupil cost is modest, since few supplementary
learning materials are required.
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(c) Physical facilities

Dilapidated construction, missing or broken desks and chairs, and the
absence of good ventilation and sanitation facilities are commonplace among
African schools, especially in rural areas. Not very much is known about how
construction standards and school upkeep affect the quality of education as
indicated by pupil achievement, nor about the effects of the presence and
condition of other school facilities. One effect of low-standard and poorly
maintained facilities may be to discourage pupil attendance. For those who
attend, little can be learned, surely, on a rainy day under a leaky roof.

Inadequate plant maintenance and missing or broken furniture are
problems that have been aggravated by the current budgetary crisis because, in
most African countries, the responsibility for maintenance rests with central
government. The general trend toward greater local financing of the capital
costs of education, if extended to include capital maintenance, might
alleviate these problems somewhat, and the use of more local materials in the
construction of school buildings and classroom furniture may make it possible
to reduce their costs. Whoever is responsible, central government or
local authorities, the failure to maintain physical facilities not only
curtails learning, it can increase overall costs when premature replacement of
the facilities is the result.

(d) Language of instruction

The diversity of linguistic backgrounds in sub-Saharan Africa greatly
complicates the pedagogical process; indeed, linguists identify over 1,250
languages in use today in sub-Saharan Africa. Only 9 of these languages are
spoken by over 10 million people as a first or second language. The African
educator's response to this challenge has reflected, in part, attention given
to colonial precedents and, in part, a healthy sense of pragmatism. Although
some countries hold literqcy in one or more African languages as an explicit
goal of the education system and others do not, the combination of colorial
heritage and the relative absence of published materials in these vernaculars
has led most African countries to adopt the language of the former colonial
government as the national language and to introduce it as the medium of
instruction at some level in the formal education system.

Differences in language policy have to do with how high on the
educational ladder and how gradual the transition to the national language is
expected to be. The colonia'l powers in Africa pursued different policies with
respect to media of instruction in schools, and African nations since
independence have often been true to these traditions. As shown in Table 4.1,
11 of 15 former French colonies and all three former Portuguese colonies
officially begin instruction in the national language, from the first day of
primary school. On the other hand, 13 of 15 former British colonies begin
instruction in one or more African languages, teaching English at first as
a subject; only later is English introduced as the medium of instruction.

[Table 4.1]

While the decision to use or not to use an African language for
instructional purposes often echoes the colonial past, the feasibility of
doing so depends also on the number of speakers of the language in the nation.
An examination of current school language policies across African countries
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Table 4.1 Medium of Instruction by Former Colonial Status

Medium of instruction in first
year of primary school

Metropolitan One or more
language African

only languages

Former Belgian 1 2

Former British 2 13

Former French 11 4

Former Portugues.a 3 0

Note: Entries in the table are the number of countries
in each category. Based on Anne" Table B.2.
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suggests convincingly that the size factor has influenced policymakers. In 21
countries that utilize one or more African languages for instructing beginning
primary pupils, the number of (first- and second-language) speakers of the
most widely spoken African language is more than five million people in the
median case. On the other hand, in 16 countries in which a European language
is used as the medium of instruction, the number of speakers of the most
widely spoken language is only about two-and-a-half million (analysis based on
Annex Table B.2).

Policy toward language of instruction -- whether and when to use the
national language or an African language -- must be devised by African
governments themselves based on political, as well as economic, imperatives.
For most African countries, a central objective of primary education is that
pupils emerge orally fluent and literate in the national language. Fluency in
the national language may help to promote political stability and build
national unity, as well as serve economic purposes.

On purely pedagogical grounds, however, the benefits of
mother-language instruction in the initial years of primary school now seem to
be established even when literacy in the national language is the ultimate
objective. Current research suggests the following: (1) second language
acquisition, both verbal fluency and literacy, is most successful when there
is a strong foundation in the first language; (2) conversational skills in a
second language are learned earlier than the ability to use the language for
academic learning; and (3) academic skills learned in school transfer readily
from one language to the other, so that skills taught in the first language in
transitional programs do not have to be re-learned in the second language.

In light of the above, most linguists are in agreement that, even in
situations where instruction is ultimately to be given in a language other
than the child's mother tongue, the most effective policy educationally is one
of initial instruction using the mother language (vernacular) as medium,
followed by a gradual transition to the national language as medium. Ideally,
study of the first language, as a subject at least, will continue once the
transition is complete. The pedagogical advantage of this approach is more
pronounced in a transition period in which the teachers themselves are not
particularly fluent in the national language, a situation that is fairly
typical in many African primary schools today.

The effectiveness of this kind of bilingual education policy relative
to the costs involved, however, depends on both the size of the population
group being educated and on the degree of linguistic heterogeneity within
individual classrooms. In Uganda, for example, perhaps an unusual case, 47%
of primary school classrooms contain students who speak four or more different
mother tongues; in this type of environment, instruction in English from the
outset may be the only feasible approach. Experience from the Rivers State of
Nigeria demonstrates, however, that it is possible to prepare mother tongue
textbooks for a substantial number of separate language groups, each one of
small size, if that policy is chosen. Country-specific circumstances here
will be decisive.

In many countries, however, providing initial literacy in the African
language will not be the principal problem. Rather, the problem will be that
of effectively introducing a national language that many of today's
primary-level teachers speak and read only poorly, if at all. Good materials
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are important to rectifying this, as are teacher training and selection. Use
of radio also has a particular comparative advantage in language teaching; the
success of the "Radio Language Arts Program' in introducing English into rural
Kenyan primary schools (Box 4.3 above) exemplifies radio's potential.

(e) Nutrition and health: ensuring teachable pupils

The recent drought in much of Africa and its immediate impact on
nutritional status and human survival rates received widespread, if belated,
international attention. Unfortunately, although the absence of rainfall was
a more or less temporary problem, serious nutritional deprivation predates the
recent crisis and will continue in many parts of Africa even as normal
harvests are achieved. Childhood malnutrition and concomitant debilitating
diseases are certain to continue well into the foreseeable future as perennial
problems.

The incidence of malnutrition and disease is especially high among
preschool-age children. By the time such deprived children reach
school-entering age, a large proportion are physically "stunted' (of
below-normal height), which is a frequent concomitant of impaired mental
ability. Many of those who are malnourished and sick will never attend
school. Those who do enroll tend to be listless from hunger and weakened from
their frequent bouts with diarrhea and fever; their attendance and academic
achievement obviously suffer. The high benefits predicted to accrue from
investment in education are never realized in the case of these sick and
malnourished children.

To the extent that health problems continue and imbalances persist
(or worsen) between food supply and population, it will be essential to
ascertain what remedies there are for children and what the consequences of
failing to adopt those remedies will be, for the education system in
particular and for society more generally. Programs to promote family
planning and provide primary health care, including prenatal care; programs of
nutrition education for mothers; preschool education programs for children;
and in-school feeding programs for those who enroll -- these all have the
potential for yielding very high returns. Because they do not fall neatly
within any one ministry's realm of responsibility, however, but instead
overlap ministerial responsibilities, programs thac address the complex of
problems linking health, nutrition, and intellectual development, especially
as they affect those not in school, tend to fall between the bureaucratic
cracks. Governments may wish to consider giving more attention to the area of
preschool child development, especially to nutrition and primary health care,
so as to identify approaches that are effeetive and feasible within particular
national contexts.

School feeding programs targeted to those at greatest nutritional
risk could, under some circumstances, provide the most effective means for
improving a child's ability to learn. The food required for such programs is
often available in kind from external sources such as the 4orld Food
Programme.
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(f) Sumwry

This review of measures for improving primary school quality has
provided only a limited yield of attractive options. The evidence can be
summarized in terms of two principal conclusions:

(1) The following kinds of investments are unlikely to have ary noticeable
effect on primary school quality despite their potentially high cost:
reducing class size, providing primary teachers with more than a general
secondary education, providing teachers with more than minimal exposure
to pedagogical theory, constructing high quality buildings and furniture,
and introducing classroom television or computers.

(2) The safest investment in educational quality in most countries is to make
sure that there are adequate oooks and supplies. These are effective in
raising test scores and, almost invariably, have been underinvested in
relative to teachers. This is also an area where external aid has
comparative advantage. Other areas that appear to 1ave potential include
school feeding and health programs, intensive use of radio ("interactive
radio"), in-service education of teachers in subject matter skills, and
strengthened inspection and supervision systems.

While these conclusions were formulated with reference to developing
countries generally, they apply in Africa. Indeed, the current severe
shortage of teaching materials in African primary schools -- in African
schools at all levels, for that matter -- gives particular force to the
conclusion dealing with textbooks and materials. In terms of rectifiable
inefficiency, the relative imbalance of inputs to the detriment of critical
learning materials stands out as a pervasive problem. Hence the second
recommendation of this papers

Recommendation 2. A prerequisite for both quality improvement and
system expansion in African education is the assured availability of nonsalary
recurrent inputs. In countries where recent fiscal constraints and persistent
pressures to expand enrollments have combined to distort the balance between
salary and nonsalary expenditures, governments should take steps to restore an
efficient mix of inputs into the educational production process. The provision
of a minimum package of textbooks and instructional materials is usually th6
most pressing need in this respect, and this is critically important if
productive use is to be made of the other (much more costly) recurrent inputs
into education, namely, teacher and student time. The problem of inadequate
supplies of books and materials exists at all levels of education, but it is
particularly acute (and relatively inexpensive to rectify) at the primary
level, where an expenditure of about $5 per pupil per year should meet minimum
requirements. Similarly with regard to physical plant and equipment in African
educational institutions, the balance between development outlays and
maintenance expenditure should, in most countries, be adjusted to give
relatively more weight to the latter in order to ensure that full benefit is
derived from existing facilities.



- 58 -

4.2 Unit cost containment

The preceding section has reviewed options for quality enhancement
and argued that a minimum package of textbooks and teaching materials is a
prerequisite both for quality improvement and for further enrollment
expansion. To help finance this minimum package, it is essential to identify
all possible ways of containing unit costs.

To demonstrate the importance of unit cost containment, it is worth
recalling the enrollment disparities noted at the beginning of this chapter
and the fact, noted in Chapter 2, that in 19 of the 39 countries dealt with in
this paper, primary enrollment ratios have actually declined since 1980. In
at least four of these countries, not only have enrollment ratios declined,
but also the absolute numbers of enrollees.

To address these problems, this section reviews the scope for unit
cost reductions, stressing those measures that preserve quality. The
concluding section then turns to a discussion of the scope for mobilizing
additional resources for primary education.

(a) Teachers' salaries

The salary bill for teachers typically accounts for between 85% and
95% of primary education's recurrent budget in an African country. Any
discussion of strategies for cost savings must include an examination of the
scope for reducing what the average teacher gets paid.

The severe scarcity of teachers over much of the past three decades,
the (hitherto) attractive alternative employment opportunities for persons
with the educational qualifications of teachers, and the heavy political and
economic power of the teachers' labor organizations would all tend to
contribute to high salaries for teachers relative to average earnings in
Africa. It is not surprising, therefore, that international comparisons of
primary teacher salaries as a multiple of per capita income reveal that
primary school teachers in Africa, especially in the Francophone countries,
earn relatively more than their counterparts in other regions. In the late
1970s, the average primary teacher's salary as a multiple of per capita income
was 2.5 in OECD countries, 2.4 in Latin America, and 2.6 in Asia. For 22
African countries for which information was available around 1983, the average
primary teacher's salary was 5.6 times GNP per capita in the median case
(Annex Table A.23). For the 10 Francophone countries, the figure was 8.8
times GNP per capita, and in one, Mauritania, a remarkable 15 times. For the
12 Anglophone countries, by contrast, the average teacher salary was 3.6 times
GNP per capital in Uganda the two were pract .cally on a par. Couching the
comparisons in terms of a technically more appropriate (although not readily
available) indicator, such as average teacher salary as a multiple of
non-agricultural GDP per capita, or of average wage in the modern sector,
might attenuate the overall differences and reorder the ranking of individual
countries, but it would not alter the general conclusion that teachers are
expensive in the skill-short African context.

This is not to say, however, that teachers are necessarily hoverpaid'
-- i.e., compensated more than is necessary to keep them in teaching given
employment opportunities open to them elsewhere in the economy. There are
reports of serious teacher shortages and absenteeism, especially in remote
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rural primary schools, and of teachers leaving the profession, particularly
from secondary schools and universities, to take up more remunerative
opportunities in other sectors of the economy. At the same time, many
adequately educated young people are actively seeking employment in most
African countries, and they provide a pool of talent that (with appropriate
hiring and in-service training policies) might welcome reasonable downward
adjustments in teachers' salaries if this policy opened up employment
possibilities. Even bearing in mind the problem of low teacher morale, and
recognizing the political difficulties involved in cutting nominal salaries,
there may be some scope for lowering the overall structure of primary
teachers' hourly earnings.

However, even in labor markets where the salary of a teacher trained
to a given level cannot be reduced, it is possible and perhaps desirable to
recruit teachers who are less well-trained and, hence, less costly -- as has
been done in Burkina Faso (see Box 4.3). Data for six Francophone countries
show that the difference in the starting salaries of teachers with two and
four years of preservice training (following completion of junior secondary
education) is 401 at the median. In view of the modest effects on educational
quality (as measured by pupil achievement) of the duration of professional
pedagogical training for teachers, recruitment of the more trained group of
teachers is not likely to be cost-effective in these countries. Indeed, use
of essentially untrained but educated young people as primary teachers
-- A-level or Baccalaureate graduates prior to (or Instead of) entrance into
universities, or university graduates fulfilling a national service obligation
-- is an option that could reduce the average cost per teacher and,
particularly if combined with intensive short-course pedagogical training,
would likely not involve any sacrifice of quality.

[Box 4.3]

Finally, a country could reduce the average rate at which teachers
move from one step on the salary scale to the next. At present in most
countries, salary increments are given every two years or so, more or less
automatically. As an alternative, a new norm of four or five years between
promotions might be established. This time could be reduced, however, by two
or even three years, for primary teachers willing to teach in rural areas, for
post-primary teachers in subjects difficult to cover (e.g., the sciences), or
for teachers with outstanding records of attendance. In general, a strong
case can be made in theory for the rationalization of salary structures --
i.e., for rewarding with higher pay those characteristics of teachers that are
in short supply instead of linking salary progression very rigidly to age,
seniority, and entry qualifications. Certainly a start in the right direction
could be made simply by associating a below-norm time-in-step to rural service
or successful completion of in-service training programs.

(b) More intensive use of teachers

The salary bill required to sustain a given enrollment is defined by
the average salary per teacher and by the average ratio of pupils to teachers.
Given the difficulties involved in reducing teachers' salaries, using teachers
more intensively would appear to offer greater cop9 for reducing the salary
costs per pupil. As shown in Annex Table C.5, the pupil-teacher ratio differs
considerably among African nations. Of the 38 countries for which 1983 data
were available, 18 had ratios of 37 or below (including 7 with ratios below
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Box 4.3 REDUCING TEACHER COSTS IN BURKINA FASO

Efforts to expand provislon of primary education In Burkina through
reduction of unit costs have been hampered by the relatively high cost of
teachers. Although primary teacher salarles are modest by International
comparlsion, they are hlgh In comparison with Burkina's Income level (more
than 10 times the GNP per capita, versus 2.4 times In Latin America and 2.6
In Asia). In light of the fact that 98% of the primary education budget goes
for teacher salaries, any attempt to reduce the costs to this sub-sector had
to address this central Issue.

The primary teacher work force consists mainly of two categorles:
lnstituteurs-adjoints (level 82 In the civil service salary scale),

recrulted from graduates of the lowier secondary schools and tralned for two
years; and OInstituteurs (level 81), recruited from graduates of the upper
secondary schools or through examination promotion from the
instituteur-adjolntm level. Liberal standards for promotion from the B2 to

BI level added to the budgetary pressure by driving up teacher salaries at a
fast pace.

Efforts to reduce teacher costs through an Increase In the
pupil-teacher ratio were not attempted, since the national average was
already quite hlgh at 65-to-1. Instead, Burkina Is lowerlng unit costs by
restructuring the primary teacher corps and Improving Internal officiency
through better-focused teacher training. It has been demonstrated that by
reclassifying newly-recruited instituteurs-adjolntsF from level B2 to Cl,
and reducing tralning for this group from two years to one, unit costs can be
brought down signlficantly. Implementation of these policy changes, combined
with a revision of current fellowship and subsidy policies, would produce
resource shifts In favor of prlmary education expansion. Burkina thereby
could attain Its unofficial 60% enrollment target for the year 2000, while
realizing simultaneous quality improvements through an Increase of teaching
materials. If no policy changes were implemented, the gross enrollment rate
would rise only In proportion to overall budgetary growth, falling far short
of the 60% target.

The new uInstituteurs-adjointsm, who will comprise the standard
teacher category In primary educ.lon, will receive training at the National
Prlmary Teachers College In Loumbila. The course consists of pedagogical
training (40%). general subjects (40%), and complementary courses such as
agriculture and physical oducatlon (20%). These teachers are to receive
field assistance through the provision of textbooks and teaching materials,
regular podagogical support, and a gradual decrease In class size.

Further, the primary teacher promotion examination Is being upgraded
through the Introduction of general subjects In order to Introduce a measure
of selectivity Into tho process. This Is expected to raise promotion
requirements, thus slowing the overall rate of promotion, and thereby leading
to a gradual reduction In average teacher salaries.
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32). In these 18 cases at least, it should be possible to increase the number
of pupils without increasing commensurately the number of teachers. The
extent to which this can be done will, of course, be greater, the greater the
population density in a particular country.

Even a modest increase in the pupil-teacher ratio can result in quite
dramatic savings. For example, in a system where the ratio is currently
35-to-1, a 202 increase would make the ratio 42-to-1. If the system were now
enrolling 1.4 million first-level students (an average-size system in the
region), the same number of teachers (40,000) could now accommodate an
additional 280,000 students given the new ratio. Where teachers' salaries now
account for 90% of the recurrent primary education budget, if the
pupil-teacher ratio were not increased but kept at 35-to-1, adding the same
280,000 students to enrollments would add a full 182 to the budget. This
difference is not at all trivial when one is talking about an annual primary
education budget in the tens or hundreds of millions of dollars.

There are three ways that the pupil-teacher ratio can be increaseds
(1) by increasing the average teaching load of teachers -- i.e., the number or
classes taught per school year; (2) by reducing the average attendance load of
pupils -- the number of classes attended per school year; and (3) by
increasing the average class size -- the number of pupils in a classj/

Teaching loads can be increased by increasing the number of classes
taught per week and/or by increasing the number of weeks in the school year.
The latter measure offers particular promise in a number of African countries
where the school year is now quite short. Of course, for these measures to
increase the pupil-teacher ratio, the number of classroom hours must be
extended only for teachers and not for pupils. This implies some system of
'double-shifting" (i.e., splitting the school day, school week, or school
year), with each of the two sessions catering to half of the total number of
pupilp enrolled. Such measures may be impossible to implement without
compensating teachers financially, which tends to defeat the original purpose.
Doing so can still reduce average per pupil cost, however, so long as the
increase in the pupil-teacher ratio is greater than the increase in teachers'
salaries and provided that a heavier teaching load does not seriously
undermine the average teacher's classroom effectiveness. Our assumption is
that, in many instances, teachers will be willing to accept a reduction in
hourly earnings in order to increase their annual earnings (by being given the
opportunity to teach additional hours per year). In the interest of reducing
unit costs and extending enrollments, Senegal has recently decided to
implement a poiicy of double-shifting (see Box 4.4).

[Box 4.4]

In addition to raising teaching loads, countries should make every
effort to enforce whatever teaching loads are officially on the books.
Absenteeism is quite widespread in many countries. Enforcement of
discipline with respect to duties is essential for efficiency; it may entail
replacing slack teachers with currently unemployed graduates. In addition,
countries should minimize the extent to which those trained and paid as
teachers are assigned to other, extraneous duties; many teachers perform
office and supervisory tasks that could probably be performed less expensively
and at least as satisfactorily by somebody trained for such work.
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Box 4.4 REDUCING PER PUPIL COSTS THROUGH DOUBLE-SHIFTING IN SENEGAL

Primary enrollment ratios In Senegal were expected to fall by 11% by
the year 2000 owing to primary school population Increases and growing
pressure to contain educational expenditures. In an effort to prevent this
decline, the government of Senegal has decided to Implement a number of
officlency measures to lower unit costs In primary education. Senegal ranks
hlghest among low-income African economies In terms of primary education unit
costs (US$ 101 In 1983, Annex Table A.17). Teacher salaries, between seven
and nine times GDP per capita, account for much of the problem. A second key
factor responsible for driving up unit cost If the significantly lower
student/teacher ratios In rural areas as compared to urban. Unit costs vary
by as much as 110% In the extreme cases. The use of teachers In
administrative positlons also accounts for high unit costs.

One measure to lower unit costs, Increase enrollments, and reduce
the number of overcrowded urban classes (which, It Is belleved, have played a
role In declining pass rates In the prlmary completion exam since the late
19608) would be the Introductlon of a double-shifting system. Under this
scheme, one teacher would teach two shifts and receive 25% of his or her base
salary as extra compensation. Weekly classroom hours for students would be
reduced from 28 to about 20; to compensate, the school year would be extended
by 30 days. If this system were Implemented In about 20% of the overcrowded
classrooms, and It were Initlated at grade 1 In the fIrst year and extended
to grades 2, 3, and 4 over a four-year period, It would then be possible for
20,000 additional students (or 4% of current enrollment) to galn access to
primary education In Senegal by the end of the project perlod.

If the double-shifting policy were Implemented alone, with no other
policy Interventions, It would reduce the decilne In enrollments from 11% to
9% between 1986 and 2000. In order to have an even more pronounced Impact on
enrollment rates, double-shifting could be Instituted as part of a broader
policy package for reducing unit costs. Other elements that Senegal will
Implement Include: (1) Increasing the proportion of sinstituteurs adjolnts*
(who have lses training, and are thus paid at a lower level than
Instituteurs); (2) redeploying 400 teachers from administrative positions
Into e'lassroom teaching; (3) reducing the growth of expenditures for
secondary education, higher education, and education administration;
(4) reducing public funding for education fellowships; and (5) limiting the
University of Dakar's campus services budget.

It has been ostimated, If all of these pollcy measures, Including
double-shifting, were Implemented together as a package, that a total of
$176.3 million could be reallocated to primary education between 1986 and
2000. Such a reallocation would represent 18.3% of the cumulative budgets
for oducatlon In Senegal between now and the end of the century. Moreover,
were the full range of pollcy measures to be put Into place, the primary
enrollment rate could be expected to Increase between 31.2% and 65.5%, and
unit costs to fall between 12.3% and 19.8%.
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Reducing the average attendance load of pupils, either by reducing
the number of classes attended per week or by reducing (for pupils) the number
of weeks in the school year, is the second major strategy for increasing the
pupil-teacher ratio and, thereby, reducing the salary costs per pupil. The
savings generated by such measures must be weighed against any loss in the
average achievement of pupils. For some countries, however, present financial
constraints may necessitate that the trade-offs at least be considered.

In particular, countries that now provide the same number of weekly
hours (e.g., 30) for all primary grades might consider reducing the length of
the school day for, say, the first three grades so as to permit a second
shift. The most vocal opposition to a shorter school day is likely to come
from parents employed in the urban wage sector, since they may have to make
alternative after-school (or before-school) childcare arrangements. Parents
in rural areas, on the other hand, may welcome a shorter school day, as this
will reduce the opportunity cost of children's school attendance.

The third way of increasing the pupil-teacher ratio is to increase
the avexage class size. Even in countries where the average class size
appears "about right" (in the 35-to-45 pupil range), the average usually masks
large differences between urban and rural areas. In urban areas, classes of
50, 60, and even -3 pupils are not uncommon. In such settings, smaller
classes should probably be the objective. This can be achieved by
double-shifting, with pupils attending school only half of each day (or every
other day).

In rural areas, on the other hand, the problem is usually not
overcrowding but rather the reverse -- classes that are uneconomically small.
In these areas, special efforts should be made to increase class sizes.
Several approaches should be considered. First, in areas where new schools
are being built, careful school-location planning will help. A second
approach, which to be successful would probably require special materials and
training for teachers, is multi-grade teaching. A third (more controversial
though easier to implement) approach is that of admitting pupils only in
alternate years (as is done now in rural areas of Mali). In other words, the
birth dates of children entering the first grade in a particular community in
a particular year would span two years instead of just one, and in any given
year, only three years of a six-year primary cycle would be taught (i.e., in
Year 1, new students would be admitted and grades 1, 3, and 5 would be taught;
in Year 2, no students would be admitted to first grade and grades 2, 4, and 6
would be taught).

(c) Reduction in repetition and dropout

Even where the cost per pupil year is reasonable owing to
cost-efficient utilization of teachers, the cost per completer of the primary
cycle is everywhere higher than need be because of large numbers of pupils who
repeat grades and others who drop out before they complete the cycle. For
sub-Saharan Africa as a whole, repeaters account for 16% of primary
enrollments (23% in Francophone and 8% in Anglophone countries), and because
of dropout, only 61% of those who enter the first grade reach the final grade
of primary education (median values -- see Annex Table A.12). As a result, it
is estimated that the cost of each completer in the median country of Africa
is 50% higher than it would be in the absence of repetition and dropout. In
general, the situation is worse, the lower the income of the country. In 10
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out of 24 "low-ircome economies" (GNP per capita below $400 in 1984), the cost
per completer is more than double what it would otherwise be. Although it is
useful to note these high costs per completer, it is essential to bear in mind
that even quantitative measures of educational output have a qualitative
dimension: The numbers of repeaters (and, to some extent, dropot'ts) can
change with promotion standards. Ultimately the efficiency of these and other
policies can be assessed only in terms of their impact on learning gains.

Dropouts occur for a variety of reasons whose relative importance
varies among countries and individuals. Students may drop out because they
fail a grade or otherwise have become discouraged of their chances for
success, because opportunity costs of continuation become too high, or simply
because of lack of opportunity to continue in systems with large proportions
of schools offering only some of the primary grades. Although some benefits
undoubtedly accrue to pupils who drop out before completion, it can be assumed
that these benefits are small whenever dropout occurs prior to the attainment
of basic literacy and numeracy, at about the fourth grade. Beyond that, there
is little evidence of any inefficiency associated with dropping out before
completion of a cycle.

The extent to which repetition should be regarded as waste is a
controversial point. The proponents of repetition claim that repetition is
useful in that it remedies inadequate achievement and helps pupils who are
emotionally and intellectually immature when they enter school. On the other
side, the critics of repetition claim that achievement depends principally on
nonschool factors, that valid tests cannot be developed to separate failures
from promotees, that repetition does not improve the achievement of slow
learners, and that by calling attention to their poor performance, it hurts
the repeaters' self-image and their prospects for future success. Most
imporra,-t in the developing country context, repetition extends the duration
of study and, hence, raises the cost per year of school finally completed. To
eliminate riePetition, these critics propose that pupils be promoted
automatic; ly from one grade to the next. The proponents of repetition oppose
this policy, saying that it lowers academic standards, destroys pupils'
incentive to learn and teachers' incentive to teach, and creates pedagogical
problems by increasing the ability range within the classroom.

Since one reason pupils repeat grades, especially toward the end of
the cycle, is (they believe) to better their chances of passing the
examinations for entry into the next level of education, a useful strategy to
reduce dropouts involves separating the primary school leaving examination
from the secondary school entrance examination. Under this arrangement,
pupils take the school leaving examination at the conclusion of the cycle and,
if successful, receive a diploma certifying completion of primary school. The
secondary school entrance examination, however, is taken independently.
Individual students can do what they want to improve their chances of success
on the entrance examination, e.g., through independent study or private
tuition, but not by remaining in a government primary school after completion.

Aajor reductions in dropout and repetition rates could be
accomplished, but they would require sizeable, and costly, improvements in the
school and classroom factors that cause pupils to repeat or drop out. Thus,
at least in the short term, the areas of repetition and dropout probably offer
little scope for cost savings.
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(d) Appropriate construction standards

There is scope in many African countries for the development and use
of new school designs which, wVile meeting minimum standards, are much cheaper
than those used typically to date. The cost of facilities is now often a
substantial fraction of the economic cost of providing primary education.
Annualized capital costs are, in some cases, the equivalent of 80% of annual
recurrent costs. Strategies to increase teacher utilization would be
facilitated in the future through the choice of appropriate construction
designs. In addition, appropriate standards would emphasize the use of local
materials, and this, in addition to reducing building costs, would facilitate
the ongoing transfer of responsibility for primary school construction and
maintenance from central government to local communities.

In many cases, greater reliance on local materials is also a way of
improving construction quality. For example, in Niger, the cost of a
classroom constructed in concrete is five times that of one constructed from
"banco" (the most commonly used construction material in rural areas). Yet
the latter is cooler in summer and warmer in winter than the former.

Box 4.5 describes a project recently implemented in Senegal that
demonstrates the feasibility of low-cost school construction techniques on a
large scale.

(Box 4.53

4.3 Mobilizing resources for primary education

While there are some policies by which countries can irvprove the
efficiency of resource use in primary education; there is, when all is said
and done, little likelihood of reducing unit recurrent costs at this level
significantly, especially if countries hope also to improve the Quality of
education. There is more scope for reducing unit capital costs, but even so,
it is unlikely that overall per capita costs can be reduced very much at the
primary level. The principal reason for the low quality of primary education
in Africa is the comparatively low resource use per pupil. In 1983, the
median per pupil public expenditure was under $50. By comparison, public
spending per pupil in East Asia and Latin America was approximately
two-and-a-half times this amount, and in the industrialized countries, over 30
times. Moreover, real per pupil expenditure declined nearly 30% in Africa
between 1970 and 1983 (Anne:' Table A.17).

Thus, further growth of primary education will require, inevitably,
that additional resources be mobilized. Even with no quality improvements
(and assuming also no improvements in efficiency), the amount of resources
devoted to the primary level would need to increase by more than 3% annually
just to keep pace with population growtth. In principle, these additional
resources can be made available either by reallocating within the education
sector in favor of the primary level or by increasing the total allocation to
the education sector. The latter could be achieved through an increase in
public or private spending, or through an increase in foreign aid for
education. In the recent past, only about 8% of foreign aid to the education
sector in Africa went to the primary level. While this is partially
understandable in an aid environment emphasizing discrete project investments,
the more program-oriented pattern of aid flows that is advocated in Chapter 9
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Box 4.5 LOW-COST SCHOOL CONSTRUCTION IN FRANCOPHONE AFRICA

The high cost of classroom construction In Senegal In past years has
stemmed from reliance on expensive Imported materials, designs, and
techniques Inappropriate to the local setting, on Inefficient procurement
methods, and on the rapid deterioration of facilities caused by insufficlent
malntenance. Despite efforts over the past 15 years to bring construction
costs down, In 1985 the Senegalese government was still facing Initial
Investment costs of around $300 per student place. However, a recent pilot
project undertaken by the government has brought the cost per student place
down to $155.

Eighty-six primary school classrooms In the Kolda and Tambacounda
areas were constructed under this project. Costs were held down a result
of a number of strategies. The tendering procedure was based on a bidding
process organized as a competition among partnerships of architects and
contractors. The outcome was a replicable, low-cost, low-maintenance
construction technology that Is labor-Intensive and maximizes the use of
local materials. Fully eighty percent of total construction materials are
locally available. The 'orelgn exchange component of this technology
represents approximately 28%, compared with about 52% for classical
construction methods.

The project relies on a general contractor to provide transport,
technical know-how, and skilled labor, and to train local unsk''led labor as
masons and brick-layers. The additlonal Income generated for the community
from wage recelpts, at the prevailing wage of $4 per day, Is $1,800 per
classroom constructed. Through the tralning of unskilled labor on the job,
local artisans and craftsmen will be created, and a new reglonal employment
market will be developed. Furthermore, the design's high thermal mass will
counteract the uncomfortable daytime temperatures common In Senegal and,
thus, provide a better environment for learning.

Similar projects are currently underway In Mall, Burkina Faso, Nlger
and the Central African Republic. Implementation of such pilot projects has
permitted governments to gain experience In managing programs for the
construction of small buildings In large numbers of widely scattered sites
using a new technology. At the same time, education financing studies have
pointed out the difficulties that central governments are likely to face when
they assume full responsiblity for financing capital Investment In the
sector, particularly with respect to the construction of primary schools.
Funds generated through local taxes are likely to play an Increasingly
Important role In this regard. Thus, the task for central governments and
their ministries of education will be to manage and monitor existing
educatlon facilities, to provide Incentives to regional authorities, and to
insure that minimum standards are met.
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of this paper would provide a more generous share to the primary level.
Foreign aid for primary education will be dealt with in Chapter 9. The
remainder of this chapter discusses domestic resource mobilization.

In many African countries, a good case can be made for
gradually increasing the proportion of public education budgets allocated to
primary education.21 This is so particularly in the low primary enrollment
countries (LPECs), where the median share of education spending going to the
primary sub-sector is only 34% (Annex Table C.5). Here, an adjustment in
favor of primary education wculd be both profitable to the national economy
and equitable (expansion of primary education benefits less advantaged
population groups disproportionately). As the data in Table 4.2 clearly
suggest, inadequate relative allocations within the education sector may be an
important reason for the low enrollment levels of the LPECs.

(Table 4.2]

However, although adjustment of shares may be desirable on efficiency
grounds and, too, in terms of equity objectives, politics could stand in the
way. Obviously, if primary education's share is to be increased, the share
going to something else must be diminished. An economically attractive source
of public funds would be the budget for living-expense subsidies to students
at the tertiary level. The effect here could be significant. A study based
on 12 African countries found that, on average, primary enrollments could
increase by a remarkable 18% with the public funds saved if university
students paid their own living expenses.

Increased total public spending on education would have to be
financed either through increased economic growth, maintaining constant the
share of resources devoted to education, or by an increase in education's
share of the total budget. As regards the former, the growth prospects for
sub-Saharan Africa over the foreseeable future are modest at best. In its
1986 World Development Report, the World Bank examined scenarios of average
annual rates of GDP growth ranging from 3.2% ("low case") to 4.0% ("high
case") for the low-income African countries over the next ten years. If the
'low case' is the more accurate projection, this means that these countries
may suffer another decade of falling real incomes per capita. Even in the
'high case," GDP growth will just barely keep pace with the projected
population increase. Thus, over the next decade, the additional resources
required for doing more than simply maintaining present educational coverage
and quality will not be derived from economic growth.

In 1983, the countries of sub-Saharan Africa allocated 15.3% of total
public expenditures to education in the median case (Annex Table A.14).
Whether this figure is on the high side, on the low, or about right depends on
one's assessment of the relative profitability of public spending in different
areas. There are, in any case, marked differences between African countries
in the priority given to education. Whereas one out of five countries
allocated more than 20% of public expenditure to education in 1983, one out of
three countries allocated less than 13%. Countries in the lower half of the
distribution might wish to review whether education is really getting its
appropriate share of total expenditure, or whether a higher budgetary priority
for the sector might not be warranted, as was recommended in Chapter 2.
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Table 4.2 Primary Enrollment Ratios and Primary Education's Share in
the Education Budget

Median Percentage
Median Gross of Recurrent
Primary Education Budget

Country Groups a/ Enrollment Ratio Devoted to Primary

Low primary enrollment (LPECs) 37S 34%

Medium primary enrollment (MPECs) 67% 45%

High primary enrollment (HPECs) 106Z 46%

All sub-Saharan African countries 77% 43%

a/ LPECs - 10 countries where the gross primary enrollment ratio
is below 50S. NPECs a 13 countries where the ratio is between 50% and
80%. HPECs - 16 countries where the ratio is above 80%.

Notes Based on Annex Table C.5.
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Additional resources to improve the quality of primary education can
be mobilized through various strategies to recover the costs of the education
from the recipients of the service provided. Educational costs may be
recovered through school fees or other monetary levies, or they may be
recovered in kind, e.g., in the form of free labor for school construction and
maintenance. It is estimated that private expenditures now cover about 6% of
costs in East Africa and 11% in West Africa (these percentages are only about
one-third as high at the university level).

A distinct trend in recent years, particularly in the Anglophone
countries, but elsewhere in the region as well, has been the shift in major
responsibility for the construction and maintenance of primary school
classrooms from central government to parents and local communities. Driven
by the inadequacy of government funds to support the sizable capital budget
for primary education, many African governments were quite willing to accept a
much increased role in this regard on the part of the recipients of the
educational services. This policy has enabled primary school development
programs to proceed at a more rapid pace than would have been possible
otherwise, and it has tended to ensure that new schools are opened where the
demand for primary education is the strongest.

For items other than classroom construction and maintenance, private
financing plays a less significant role in African primary education. This is
as it should be, given the likelihood that fees will result in the very
poorest African children being deprived of receiving any education at all.
Recent African experience suggests that parents are much less willing to pay
for basic tuition than they are to pay for institutioiual materials; where
tuition fees have been imposed in public primary schools, some enrollment
declines have been experienced. Very few countries anywhere else in the world
charge for public primary education.

As further justification for subsidization of primary education
costs, there is increasing evidence of large externalities that accrue to
investment at this level. A recent study of education and production in Nepal
showed that farm yields depends, not only on the farmer's own educational
attainment, but also on the average educational attainment of the community in
which the farmer lives. A recent evaluation of Bank-financed project-related
training suggests that the effectiveness of such training is high in countries
where the adult literacy rate is greater than 50%, and very much smaller in
countries where the rate is less than 50%.

Although charging primary pupils for instruction should be generally
discouraged, there may be situations where the judicious use of modest fees
might be used for the explicit purpose of increasing accountability in

-_qtion. For example, a purchase fee or rental charge for textbooks and
other materials that are crucial to high levels of pupil achievement wculd
help to ensure that these inputs are not eliminated from the budget daring
times of fiscal austerity. Another efficiency enhancing mechanism would be
for parental groups to "top up" primary-level teachers' salaries in proportion
to how much time teachers actually spend in the classroom, an incentive to
reduce academic absenteeism.
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Private school enrollments account for about 62 of total primary
enrollments in the median African country. Private education plays a somewhat
larger role in Anglophone Africa (22Z of enrollments) than in Francophone
(3%). A "private school," however, is a school that is managed by
nongovernment authorities; the financing of private education can come from
public, as well as from private sources. Indeed much of the private education
that exists in Africa is at least partially subsidized by government. Hence,
data on enrollments give an exaggerated idea of the level of private financing
of primary education. Nonetheless, a greater degree of tolerance than many
African governments have shown in the past for the various private
alternatives to public education at the primary level would almost certainly
facilitate expansion.
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Chapter 5. CONSOLIDATION OF COMPETENCEs SECONDARY EDUCATION AND TRAINING

Secondary education builds on the foundation provided by primary
education. Its goal is the consolidation of competence, particularly the
strengthening of general intellectual skills relevant to many occupations and
to further education, so as to prepare individuals for adult responsibility and
for the world of work, where the majority of job-specific skills will be
learned. Quality enhancement was identified in Chapter 4 as the immediate goal
with respect to primary education for most African countries. The quality of
secondary education is also a major concern since, as in the case of primary,
the essential nonsalary recurrent inputs are not being provided in adequate
amounts. For ne&rly all African countries in the years to come, however, the
biggest challenge with respect to secondary education will be expansion -- how
to satisfy the burgeoning demand for the now-limited number of secondary school
places.

As recently as 1960, only two of the 39 countries of sub-Saharan
Africa enrolled more than 6% of the relevant age group in secondary education.
These two were Mauritius and Ghana, where the gross enrollment ratios in 1960
were 22% and 19% respectively. For the rest of region, secondary education
remained a highly selective enterprise.

Today, participation in secondary education varies greatly across
countries in Africa. At one end of the spectrum are ten "low secondary
enrollment countries' (LSECs) with gross secondary enrollment ratios below 10%
in 1983. There are sixteen 'middle" enrollment countries (MSECs) with ratios
between 10% and 20%. Finally, at the top are thirteen "high" enrollment
countries (HSECs) that have surpassed the 20% mark, an impressive
accomplishment in the light of historical precedents.-I Three of the HSECs --
Mauritius, Zaire, and Congo -- already have secondary enrollment ratios above
50%.

As would be expected, gross secondary enrollment ratios are related to
per capita income. Nine of the 13 HSECs are classified by the World Bank as
'middle-income' economies on the basis of.their 1984 GNP per capita ($400 or
more). Conversely, all ten of the LSECs are "low-income' (GNP per capita below
$400). The 18 Francophone countries are equally distributed across the three
secondary enrollment groups. The 16 Anglophone countries, on the other hand,
are skewed towards the high end of the enrollment spectrum, with seven such
countries classified here as HSECs, six as MSECs, and only three as LSECs.

Table 5.1 shows how the three country enrtl1ment groups differ witi
respect to other key secondary education indicators. Those with higher
enrollment ratios are not only richer, they also spend a greater proportion of
national income on education (column b). The greater emphasis put on secondary
education has Lme at the expense of primary education. Among the 13 HSECs,
the proportion of public expenditure on education allocated to secondary
education (column c) ranges from a low of 16% to a high of 56% (median 35%),
whereas among the 10 LSECs, this figure ranges from 14% to 40% (median 30%).
Among the HSECs, the ratio of secondary enrollments to primary enrollments
(column d) ranged from a low of 0.13 to a high of 0.57 (median 0.24); among the
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LSECs, the ratio ranged from just 0.02 to 0.26 (median 0.10). The progression
rate from the last grade of primary to the first grade of general secondary
education (column e) was only 54% for the median HSEC, compared to only 16% for
the median LSEC.

[Table 5.1]

Even in countries where secondary participation rates are below the
Africa-wide average, the growth of the secondary education sub-secto_ in recent
years has often been quite robust. Of the three major education levels,
secondary would appear to have been the least affected by the recent economic
depression. The rate of growth of secondary places on the continent which had
been 12.4% between 1960 and 1980, fell only to 10.9% after 1980, about a 12%
decline in the growth rate. The growth rates of post-secondary and primary
enrollments fell much more precipitously, 39% and 59% respectively (Appendix
Tables A.1-A.4). Reflecting this shift in favor of enrollments at the
secondary level, public expenditures on secondary education increased relative
to expenditures on primary and tertiary education in a majority of African
countries between 1980 and 1983 (Appendix Table A.16).

Political pressures have contributed to this reallocation. The
earlier rapid expansion of first-level education in African countries resulted
in an ever-larger pool of primary school leavers, many of whom were no longer
finding jobs in the modern wage sector, which is what they had come to expect.
The heightened scramble to fill the limited number of secondary school places
generated political pressures for expansion. Generous public subsidization
further fueled the demand for secondary school places.

The case for the expansion of secondary oducation, however, is more
than just political. There is a strong economic rationale for expanding
national systems of secondary education in most African countries, so long as
hard measures are taken to increase the efficiency and equity of these systems.
Evidence was reviewed in Chapter 2 indicating that social rates of return to
investment at the secondary level are high by comparison with most alternatives
in the region, including many educational alternatives. While much of the
research to date has shown even higher rates of return for primary education
(owing, at least in part, to the much lower per student cosccs at the primary
level), there is recent evidence, reviewed in Box 2.1, to suggest that the
rate-of-return differential between primary and secondary education in Africa
has narrowed considerably over time, increasing the relative economic
attractiveness of the secondary level.

In assessing the economic consequences of substantial expansion of
secondary education, it is interesting to compare the recent experiences of
Kenya and Tanzania. Kenya has pursued a relatively expansionary policy with
respect to secondary education, whereas Tanzania's approach has been much more
restrictive. Box 5.1 suggests that an important part of Kenya's mnuch more
rapid growth in average wage levels can be attributed to its investments in the
quantity and quality of secondary education.

(Box 5.1]

Secondary education, in conclusion, will and should continue to expand
in sub-Saharan Africa for sound economic and political reasons. Prerequisite
to the further expansion of secondary education will be, in today's economic
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Table 5.1 Enrollment Characteristics and Education Expenditure By Secondary Enrollment
Groups a/

Public Secondary as
Gross expenditure percent of pubilc Ratio of Progression Feales as

secondary on educatIon recurrent secondary to rate from percent of
enrollment as a percent expenditure on prImary prl.,ary to seconosry
ratlo of GNP education erollments seconw ary enrollments

(a) (b) (c) (d) (e) (f)

Low secontary enrol lent
countries (LSECs) 5 3.3 30 .10 16S 32

MediWu secondary enrollcent
cesntrles (MSEWB) 15 4.0 30 .21 45X 33

High secondary enrollment
countrIes (HSECs) 24 5.3 35 .23 541 39

Sub-Saharan Africa 16 3.9 31 .20 40X 33

Note: Entries are percentages for the medlan country. Based on Annw Table C.7

a, ISECS: gross secondary enrollment ratlo below 10. bSECs: ratio bDtween 101 and 201. HSECs: ratlo above 20X.
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Box 5.1 POLICIES TOWARD SECONDARY EDUCATION

Major differences between educational pollees In Kenya and
Tanzania, particularly with respect to secondary education, emerged In the
late 1960s. In Tanzania, the government reduced the share of public
spending allocated to secondary schooling and, until quite recently, also
restricted the formation of private and community secondary schools. In
contrast, the Kenyan government encouraged the growth of secondary education
In both the public and private sectors. By 1980 those divergent policies led
to secondary school enrollment ratlos that were six time greater In Kenya
than In Tanzania.

Important qualitative differences In secondary education also
emerged during this period. Tanzania placed greater stress on the teaching
of agriculture and other vocational skills, thus diverting time from the
teaching of general academic skills. The Tanzanian system also put great
emphasis on the use of Swahili at the primary level, perhaps making It more
difficult for students to learn In English at secondary school. As a measure
of quality, research Indicates that for any given combination of Inputs of
Individual ability and years of secondary schooling In the two countries,
cognitive outputs (I.e., scores on academic achievmont tests) are
substantlally higher In Kenya than In Tanzania.

Since the quantity and quality of secondary education are greater In
Kenya than In Tanzania, It was to be expected that over timo the cognitive
skill level of the average employee In Kenya would rise relative to that of
the average employee In Tanzania. In accordance with this predIctlon,
results of cognitive tests reveal that Kenyan employees are more literate and
numerate than their Tanzanian counterparts, despite the fact that average
scores of Kenyans and Tanzanians on tests of reasoning ability are
essentially the same. Since analysis has shown that workers who are more
literate and numerate are more productivo, one may conclude that Tanzania has
paid a price In output foregone by restraining the growth of secondary
education and reducing educational quality.

One way to quantify this price Is to estimate how much greater the
cognitive skill and productivity of the Tanzanlan labor force would be If the
quantity and quality of education were Increased to the Kenyan level.
Results show that a simultaneous Increase In quantity and quality would
Increase the cognitive skills of Tanzanians by 31% and earnings by 13%.
Roughly 40% of the current difference In mean wages between the Kenyan and
Tanzanian workers can be accounted for by the lower cognitive skill of the
Tanzanian labor force. Dlfferences In the quality of education account for
more than half the difference In the skill level, and thus In the mean
earnings of the labor force.

This suggests that the opportunity cost to Tanzania of constralning
the quantity and quallty of secondary education has been substantial. The
divergence between Kenya and Tanzania In educational pollcy In the late 1960s
appears to have been a major factor In their diverging economic performance
since then.
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climate, the rigorous containment of unit costs; Section 5.1 indicates that, in
sharp contrast to the situation at the primary level, far more is possible with
cost containment than is being realized. As costs are contained and expansion
can occur, it will be possible to enroll more females and other members of
disadvantaged groups into secondary education; this is discussed in Section
5.2. Secondary education has often been turned to for the provision of
occupation-specific skills, and Section 5.3 discusses the appropriateness of
this task for secondary education, under differing country circumstances and in
the context of the full range of alternatives for training. Section 5.4
discusses issues of financing and resource mobilization.

5.1 Meeting the demand for expansion by reducing unit costs

Secondary education is often expersive in Africa, in both absolute and
relative terms (Annex Table A.18; also Table A.17). Ranging from below $50
(Ghana and Guinea-Bissau) to above $700 (Cote d'Ivoire and Tanzania), public
recurrent expenditure per secondary-level student was $223 in the median
African country in 1983. This equalled 62% of per capita GNP in the median
African country; again, the range was substantial, from around 20Z in several
countries (Ghana, Mauritius, Central African Republic, and Kenya) to well above
3002 in one (Tanzania). What is spent on each secondary-level student in the
median country could be used to educate four additional primary pupils at
current levels of expenditure.

Further, public spending per student tends to be highest in those
countries where enrollment ratios are the lowest. Annex Table C.8 compares
unit costs and some of the key determinants of this variable across the three
secondary enrollment groups (low, medium, and high enrollment countries)T.O In
both absolute terms and with respect to per-student expenditure as a percentage
of GNP per capita, the low secondary enrollment countries (LSECs) spend more
on secondary education than do countries in the two higher groups. But most
striking is the fact that secondary per-student costs relative to primary
per-student costs are much higher in the LSECs than in the other two groups. In
the typical LSEC, expenditure per student in secondary education is nine-to-ten
times that in primary education, whereas a ratio just above three characterizes
the rest of the region.

Given the tight limits on real public resources in Africa and the
enormous competing demands of other education levels, especially primary, the
key to satisfying the high demand for secondary education in Africa, especially
in the LSECs but in most higher enrollment countries as well, lies in greater
cost-sharing in~ secondary education combined with substantial reduction in unit
costs. The first approach is the subject of the final section of this chapter.
The second, treated here, inevitably involves measures that save on the input
of teachers and reduce capital costs.

Chapter 4, on primary education, discussed Issues of capital costs and
also issues of teacher training, compensation, and utilization. It addressed
the question of whether there exists much scope for economies in these
potentially important areas. It concluded that, in many countries, there
probably is scope for improved efficiency in teacher training and the use of
lower-cost construction standards, for modest downward adjustments in average
teacher salaries, and for modest increases in average class size and teacher
utilization. Overall, however, the potential for cost containment in primary
education through improved policies seems limited.
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With one exception, this paper's conclusions concerning unit cost
containment at the secondary level parallel those for primary education, and
there is no need to repeat all of the analysis. As with primary education,
different approaches to teacher training (relying much more on in-service, and
less on preservice methods) and lower-cost construction standards are likely to
prove cost-effective.

The exception concerns capital and teacher utilization, which offer
much greater scope at the secondary level for unit cost reduction than at the
primary. The median student-teacher ratio in primary education in sub-Saharan
Africa is now 39, whereas it is only 23 in secondary. There is no pedagogical
rationale for a difference of this magnitude although, in some cases, there may
be a logistical one. Policies to increase student-teacher ratios at the
secondary level could substantially reduce unit costs. The principal means
that policymakers may wish to consider for raising this ratio include:
larger classes; heavier teaching loads, obtai.. tble through double-shifting and
extensions of the school calendar; and multi- rather than single-subject
specialization of teachers.

In brief, there is, at the secondary level, substantial potential in
most countries for reducing unit costs by improving efficiency within the
existing system. African leaders will need to implement firm policies in this
regard. While a substantial part of the "savings" will need to be redirected
to enhancing the provision of recurrent inputs (the inadequacy of instructional
materials and consumable supplies is also a problem at the secondary level,
though usually less of a problem than at the primary), some resources may be
left for expansion. Over and above such measures, however, and unlike the
situation in primary education, there is an added potential for achieving
secondary level expansion through a dramatic reduction in unit costs, to
perhaps one half their current levels. This possibility is the subject of the
next two subsections, on distance education programs, and on the transition
from a system of boarding to a system of day schools.

(a) Distance education: self-study schools and extramral programs

Given the extent of the unsatisfied demand for secondary education,
and the fact that the pool of eligible primary school leavert grows inexorably
larger every year, policies that incrementally increase student-teacher ratios
and facilities utilization rates and reduce unit capital costs will never
resolve completely the shortage of second-level places and eliminate the
political pressure on African governments to expand the capacity of the system.
To achieve a quantum increase in secondary enrollments, and to do so without
suffering a commensurate increase in total costs or a serious decline in
education quality, will require radical change in educational practice in
sub-Saharan Africa. New modes of education are required to minimize the
dependence of students on face-to-face contact with teachers for the learning
that they acquire.

Distance education has been defined as "an educational process in
which a significant proportion of the teaching is conducted by someone removed
in space and/or time from the learner" (Perraton, 1984, p.4). As such, the use
of textbooks in conventional classrooms is one of the simplest, and obviously
most proven examples of distance education. Properly designed distance
education projects combine the strengths of different media -- 'print for
permanence, broadcasting for immediacy, face-to-face learning for individuality
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and feedback" (Perraton, Block, Fryer, Spain, and Young, 1986, p. 6). The
essence of distance education has to do with the recording, multiplication, and
distribution of packaged teaching, using a small number of teachers to produce
set course materials available in print, through broadcasts, or via some other
medium other than direct contact with the original producers of the materials.
Economies of scale, impossible where teacher-student ratios are fixed, or
nearly fixed, becomes possible under such a system.

At the primary level, printed materials and broadcasting serve, for
the most part, to enrich and enhance what is providea .., teachers in
classrooms, and, as such, distance methods nearly always represent an add-on
cost. At the secondary level and above, however, including pre-service
training and, especially, in-service upgrading of primary school teachers,
students have already acquired the basic study skills and maturity that will
permit them to make use of a variety of educational media, on their own, with a
minimum of individttalized supervision. Beginning at this level, the potential
of distance education to reduce costs by substituting for the input of highly
skilled teacher time makes this a very attractive alternative to conventional
instruction for low-income countries, including especially those of sub-Saharan
Africa. Table 5.2 describes two modes of distance education that can be used
to save on teacher costs -- "self-study schools" and "extramural programs." It
also contrasts these to the "enrichment" and "quality enhancement" modes, which
do not result in reduced costs typically.

[Table 5.2]

Distance education io already playing a role in widening the
opportunities for secondary schooling in a number of African countries.
Several Anglophone African countries, Zambia being a good example, have
established government or university-based extramural programs. In several
Francophone countries, too, distance-teaching programs have been set up,
modelled on the French Centre National de Tele-Enseignement. One motivation
for the establishment of such colleges has been the desire to reduce the amount
of foreign exchange spent on correspondence courses supplied from Europe.

Often initially, the ilatended target group for the distance education
programs consisted of people with primary education, and perhaps incomplete
secondary education, employed in the formal wage sector and needing
qualifications for promotion. Very soon, however, the programs began to
attract, in addition to these established individuals, very recent primary
school leavers who had not succeeded in gaining admission to secondary school
and were not yet gainfully employed. Because of the selection process at work,
the students enrolled in the distance education programs were, on average, less
academically able than those enrolled in the regular schools. Accordingly, in
order to provide increased support for such students and raise their chances of
passing national examinations, some countries moved to supplement the
correspondence methods by setting up study centers in which students could
receive instruction by radio and work on their correspondence materials, during
scheduled times, under the guidance of supervisors. In this fashion, a number
of extramural programs, relying exclusively on correspondence and
broadcasting methods, have grown into self-study schools over time.

The classroom supervisors in self-study secondary schools are not
usually becondary school terchers, though some may have qualified as primary
school teachers. Typically, they lack the knowledge to teach the students.
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Table 5.2 Three Modes of Distance Education

Wae Oascription Costs and Effects

1. Enrlduent and Radlo or televislon broadcasts are The enrlduent use of radlo Is quite
unurrunt provield In on or two subJects for Inepnive but has relatively little

between 15 lrnutes ard 2 1/2 hors per lmpact on learning. More substantial
week. Many coiztries, Including use, as in Interactive radlo,
Ethlopla and Kenya, use limited Increases costs, but produces strog
amonts of time for rldmnt. positive effects on mathemtics and
Alternatively, more atstantlal use national language learning.
soseties carries the sIn burden of Enrldment an eslancinent are
Instruction In a stbJsct to erane particularly suitable at the primary
quallty (soe Box 4.2 on *Interactive level.
radlo').

2. Self-study Students attend sdool but classes are Self-study schools reduce cost by 20S
soouls led by an older student or comnity to 30S (or ore If they take advantap

memer; radio or televislon carries the of classroam sPace from regular
m&in burden of classroco Instructlon In schools after hours). They can extend
all suaJects. and students are expected access by allowing for very snall
to rely heavily on their texbodks. The schools In indIvidual commitles,
world's largest eduatioal InstitutIon hIlch Is particularly leportant for
- the Chlnese Televislon University - Increasing female access and for
Is based essentlally on this model, reducing reliance on boarding schools.
emphsizing Post-secondary Instruction. The costs of television are hlgher
So. too, Is the lilawl Correspondne than those assocIated with radio, and
Col'elo at the secondary level (see Bao 5.2). the gains In learning outcomes are

mininal.

S. Extrarail Extraeural progras rely prlncipally on The Potential for oost savinrs with
Programs prlnt to convey Instruction but, to the extrawal programs Is even greater,

extent feasible, they fr ently siPPiemnt naturally, than for self-study
prInt with radio or TV broadcasts and schools. The cost per student per
tutorial meetings (which are particularly course Way be expected to be In the
IMwtant mwe postal systems hinder rane of 10% to 25X of conventinal
exchange of assiuents). The BritIsh Instruction. Extramral programs have
Open University Is perhaPs the best- the added advantage of alloirng
knrm extramural program today; the students to pursue their studIes hille
U,niversity of Zabla operates a small- employed. Their disadvantage is the
scale (but lonestabl Ished) extramural demnd they make on student motivation
program, and Tanzanla had arked aress (althoLgh thlb Is argibly a god
wIth correspondeence education for in- criterion for student selection).
service teacher tralning (see Bo 4.1). Extramural programs have their maln

roles In higher and In-service
eduatlon, but they are also an option
at the secondary level.
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They are, however, able to help students with the organization of their studies
and to advise them on how and where to seek further assistance. The Malawi
Correspondence College provides an example of a distance-teaching program that
was launched to meet the needs of out-of-school individuals and has since been
adapted to create an in-school alternative. Students in this program can
choose to study part-time _r full-time, relying heavily on radio broadcasts and
self study printed materials, but enjoying the benefits of a classroom in which
to study and a supervisor to oversee their work (see Box 5.2).

[Box 5.2]

The existence of extramural programs like the one in Zambia and
self-study schools like the Malawi Correspondence College can be seen as ways
of promoting equity in aducation, in that they provide a second chance for
those who would not otherwise have access to secondary education. But the
evidence suggests, unsurprisingly, that this is a more difficult route to
secondary qualifications than the conventional one. Those who do well in their
primary-school leaving examination now go&to regular schools. Those who do
less well must settle for a method of study intrinsically more difficult to
follow. If a country wished to promote full equity while at the same time
xpanding secondary education by taking advantage of the low costs of distance
education, then one might rather envisage a system in which all second-level
students did some of their study in a distance education mode (preferably in
self-study schools making full use of printed textbooks, workbooks, and a
marking; service), and all did some in regular schools, face-to-face with
qualified teachers. Alternatively, students 'n regular schools might be
charged some fraction -- 50%, say -- of the additional cost of regular sc01ols
asa compared with the cost of self-study schools or extramural programs. The
most likely pattern of use, however, is for self-study schools to serve smaller
communities during school hours and, in urban areas, to be used to allow
evening or weekend study (in existing school facilities) for individuals
already employed.

(b) Day schools

Transition from a system of boarding to a system of day secondary
schools is another approach to reducing both the capital and recurrent costs of
secondary education. Although the savings would be less dramatic than those
achieved by moving to a full-fledged distance education system, they can
nevertheless be substantial in countries where boarding schools are now
prevalent. The advantages in favor of small day schools that cater for
individual comunities over larger boarding schools that draw students from
greater distances are stronger at the junior-secondary than at the
senior-secondary level. Especially when Implemented in conjunction with
distance education, which reduces the need for large boarding complexes at any
level, a system of small day schools can significantly reduce the unit costs of
secondary education.

Boarding schools are sometimes justified on nation-building grounds in
that they bring together students from differont regional and ethnic
backgrounds. In addition, in terms of costs, they may offer economies of scale
as regards teacher uuilisation, and the existence of such schools clearly
obviates the daily commuting costs associated with day schools. Despite these
arguable advantages, however, the housing and feeding expenses in boarding
schools are, in some African countries, as high as all of the instructional
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Box 5.2 AN ALTERNATIVE ROUTE TO SECONDARY QUALIFICATIONS IN MAIAWI

In 1985 the government of Malawl established an alternative to the formal secondary eduNatlon
system - the Ma law Correspnd Col lego (MCC). It was created In responw to demand for secondary
school!ng that could not be mAt by the forml system, where access was limited to 9 percent of primary
scool graduates. MCC evolved gradually over a twenty-year period as the goverrment recognized It as a
reUatlvely lnexensive way to respond to the growing demand for secndary education. The recurent cost
per student In a MCC study center Is less than oe-fifth of the recurrent cost of a student In a
Government secondary school, and the cost per graduate Is slightly less than the cost per secondary
school graduate.

The system Is based on radIo, correspondence, and the use of under-gI alI f led teachers working
with students In speclal c-etnrg and in regular W=ry Schos at n1d,t. The only entrance
requirements are possesslon of a primary school-leaving certificate and payment of a fee for
correspondence materials. More than 80% of MCC students enroll at the junior secondary level, and the
rest at the senior seondary level. Although MCC centers were originally deslgned to serve working
youths on a part-time basis, over 70% of all students are now studying In classrooms for over five hours
a day. By 1985 MCC was enrolIlng more than 10,000 new students per year and providing 15 hours of radio
programs per week, correspondence materials, and a marking service for about 19,000 active students.

MCC centers are generally located In simple bul dings, often constructed by thk community next
to a primary school, and are trequently accompanied by simple housing facillties for students and
teachers. In som camse, canters make use of prlmary s,hool buildings that are available during the
afternoon and evening hours. Although teachers at the centers may have only the primary teaching
certificate, they have been selected by local supervisors on the basis of thelr sklIls and Interests.
Center teachers, who are paid through local educatlon authorities, are responsible for overall
supervlilon of the classs. MCC also provides classes, In regular secondary schools after hours. These
classe are often taught by regular secondary school teachers, who receive supplementary payment through
MCC.

Overall pass rates for uCC candidates on the National Junior Certificate Examination have
varied between 10% and 22% over the past few years. These pass rates are low compared with regular
secondary schools, but they are satisfactory In the light of MCC's much lower admissions standards.

The program's attractiveness to students was enhanced when the Government made avallable places
at regular senlor secondary schools for all MCC students passing a full Junior Certificate In one
sitting, and praces at the Universlty for all those who passed a full Malawi Certificate of Educatlon In
one sitting. This pollcy has now changed somewhat, and MCC graduates have to compete on an equal
footing wlth graduates of the regular secondary schools.
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costs. Since in many African countries these extra costs are fully subsidized,
boarding schools in fact shift to the public education budget the basic welfare
costs of children that families have an obligation to bear. The result is that
government expenditures per student tend to be much higher in boarding schools
than in day schools, by as much as three and a half times in a country like
Somalia; with a giver, budget government can ofler many fewer places. Table
5.3 shows a recent estimate of the relative costs of day and boarding schools
in Malsl.; and compares them both to the costs of the Malawi Correspondence
College. Also, in addition to the monetary costs, there can be serious social
costs associated with young students, especially female students, living away
from home.

[Table 5.3]

From an equity perspective, there is, of course, the worry that
exclusive reliance on day schools reduces the access ̂f rural families (and,
conversely, increases the access of urban families) to secondary schooling.
Th.s, the transition from a system of boarding to a system of day schools
becomes increasingly feasible in any country over time as the network of
secondary schools grows larger. Widespread introduction of small radio
correspondence schools would, of course, facilitate th4s transition. In places
wb. re boarding facilities are still regarded as necessary for reasons of
equity, the most equitable decision of all is to charge parents the full costs
of boarding and feeding, with special provisions being made to reduce the fees
impossd on academically able students from poor homes, since this policy
generates revenue and makes possible a larger total number of students in the
system.

This section has addressed the question of whether efficiency at the
secondary level can be increased sufficiently both to make possible the
necessary levels of non-salary recurrent inputs (books and supplies) and to
achieve significant capacity expansion. The conclusion is that substantial
economies are possible -- economies in the operation of regular schools,
economies from reductions in boarding, and most significant, economies from the
creation of distance education systems combining radio and correspondence
techniques that would allow expansion of reasonable quality secondary education



- 82 -

Table 5.3 Per Student Costs of Day Schools, Boarding Schools, and Self-Study
Schools for Secondary Education in Malawi

(a) (b) (c) (d=b+c)

Capital Annualized Annual Total annual cost
cost capital cost recurrent cost
(K) (K/year) (K/year) (K/year) Index

Boarding schools 5,800 530 750 1,280 7.5

Day schools 3,880 360 204 564 3.3

Self-study
s4hools a/ 1,180 114 56 170 1.0

Note: Cost figures are in 1984 Kwacha. Calculations do not include the
opportunity cost of student time, but the boarding school costs do include food.
Capital costs include construction (depreciated over 30 years) and furniture and
equipment (7 years) and are annualized using a 7% discount rate.

a/ The Malawi Correspondence College.
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to many more communities than can be reached in anv other way for the saLle
price. This leads to:

Recommendation 3. Significant expansion in secondary and tertiary
education, especially so as to reach far more females and more individuals from
remote rural areas and disadvantaged social classes, will not be possible in
most African countries without policies that substantially reduce unit costs.
Fortunately, there exists at these levels substantial scope for reducing costs.
The key is to identify and implement new instructional modes that rely much
more heavily than in the past on the input of student time and motivation and
that economize -.n expensive capital inputs and teacher time. Increased
availability and use of self-study schools and extramut:al programs, relying
heavily on varying combinations of radio broadcasts an6 correspondence
materials, can dramatically reduce costs by lowerivg the requirement for
skilled teachers and by allowing the extension of educational services even to
very small communities, thereby obviating the need for expensive boarding
facilities. Increased privatization can also be expected to lower unit costs
and enhance efficiency in education to the extent that individuals are more
cost-conscious when spending their own funds than when making use of a "free"
public service.

5.2 Issues of equity: increased participation of females

Beyond this general support for expanding access to secondary
education, African nations should give serious considerationi to policies
designed to remedy existing inequalities in s^hool participation. Females
comprise the largest underrepresented group.-

Although female enrollments have grown steadily in proportion to
totals in most African countries since independence, this is not true in every
country -- the female-male ratio has actually fallen in the three former
Portuguese colonies, and it has been virtually stagnant in four other countries
(Burundi, Rwanda, Togo, and Benin). Even where substantial progreqs has been
made, female enrollments continue to lag behind male enrollments.4/

In regional terms, the lag is no longer particul-.i-y -ronounced at the
first level -- girls comprise 44% of primary enrollments in Africa today (as
compared with 43% in Asia and 48% in Latin America). The difference between
male and female enrollments remains high, however, in post-primary education.
At the secondary level, females comprise 34% of enrollments (as compared with
39% in Asia and 50% in Latin America), and at the tertiary, only 21% (as
compared with 33% and 45%). Moreover, for those females who do manage to
enroll, repetition and dropout rates are somewhat higher for them in rmny
African countries than for males, which is contrary to the situation in most
other parts of the world.

The absence of equal ..cess to educational aervices is not just
inequitable. It is also inefficient if those less able to benefit from the
opportunity gain access to education ahead of those more able. The fact that
women in Africa spend, on the average, less of their lives in wage employment
than do men may have convinced some observers that the return on investment in
girls' education is smaller than in boys'.
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This conclusion ignores, however, the major role of African women in
self-employment activities, and it ignores the now proven links between
mothers' education and the health and educability of their children, and
associated with these, the connection between education and reduced numbers of
cildren (see Section 2.3). Many studies haze shown female secondary
education, and the final years of primary education, to have the greatest
impact on these household productivity variables. Moreover, a recent study
that estimates monetary rates of return to investment in education in Botswana
reports bigher rates for the education of females than for the education of
males, except in the most traditional parts of the country where women seldom
enter the paid labor force.

Given these findings on the important returns to girls' education,
special efforts should be made, particularly at the secondary level but
extending to the tertiary, to raise female enrollments. It may not be obvious,
however, how policymakers can influence the relative participation of females
vis-a-vis males. Rarely in Africa would it be correct to attribute the lag in
female enrollments explicitly to government policy, a notable exception being
the common policy of expelling pregnant girls. School places are, for the most
part, open to both sexes.

To identify the principal causes of differences in male and female
participation rates, one needs to look primarily at demand-side factors.
Sometimes when the distance from home to school is very far, as in many rural
areas, parents are afraid for their daughters to walk alone, and a girl may be
kept out of school unless there is someone, eepecially an older brother, to
accompany her. For this reason, too, the opportunities that distance education
provides for geographical dispersion of secondary educational opportunity
becomes an important consideration.

Moreover, when a choice must be made between sending a son or a
daughter to school, African parents are like parents in many other parts of the
world -- most often they will send the son. Unfortunately, the important
social ben fits derived from female education are not likely to have much
impact on a family's private investment decisions. In patrilineal societies,
the opportunity ccsts of a daughter's time when she is attending school, and
any other costs such as school fees, are borne by her parents, whereas the
benefits of her education are thought to accrue principally lo her future
husband's family. Recently, in some areas where 'brideprice" has been paid
traditionally to the family of a married women by the family of her husbat:d.
studies have shown the emergence of a positive relationship between the
brideprice commanded and a woman's educational attainment. Here is an
excellent example of how families will try to "internalize" the returns to
their educational investments.

A key issue from the policy perspective is how to bring the private
decisions regarding the education of girls in line with what is best for
society as a whole. Nothing is likely to change unless explicit attention is
given to this goal, and there are, indeed, policy measures that will increase
the willingness of families to allow daughters to attend school.

Small, community-based schools (whether relying on distance education
or not) will tend to attract girls more readily than larger schools located in
urban centers and at greater average distances from homes; although smaller
conventional schools may imply higher unit costs, this is not necessarily the
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case, at least from a fiscal perspective, especially if larger schools tend to
include boarding facilities whereas smaller schools do not. Increasing the
number of female teachers may also attract more girls, especially in Islamic
areas. Governments can reduce the private costs of girls' education relative
to boys' by, for example, providing girls with free books and other
instructional materials, charging them lower tuition fees, or recovering less
of the cost of boarding and welfare services from girls' families than from
boys'. Finally, governments can provide a transfer payment incentive in the
form of a school meal program. Such programs have been shown to be successful
in increasing enrollments, especially among girls.

5.3 Training for vocational competence

Of central importance to a country's total factor productivity and
economic growth is the stock of human capital embodied in the country's working
population. Investment in human capital includes, in addition to the learning
of general cognitive skills and maintenance of good health, the acquisition of
specific, joS-related skills and the development of reliable work habits and
positive attitudes towards work of all kinds. All of these attributes are
important to an individual's successful integration into the labor market and
lifetime performance at work.

There is little, if ar.y, disagreement with the proposition that the
teaching of general cognitive skills such as reading, writing, mathematics, and
scientific understanding is accomplished most efficiently within a formal
school setting. Virtually every society on earth has developed a school system
for the purpose of transferring these general skills, which are important, not
only in their own right for individual self-fulfillment, bat also as the
foundation upon which all occupation-specific attributes are subsequently
built. Although there is no disagreement, either, about the importance of
occupation-specific skills, positive attitudes to the world of work, and good
work habits, there remains disagreement as to the most efficient timing,
methods, and venue to be used for imparting these, more narrowly vocational
attributes. The salient questions that policymakers may ask include the
following: Is it most cost-effective for the individual to acquire the
necessary job-related skills when in school; or to do so after completion of
school but before taking a job; or to wait and learn the necessary skills after
securing a job? For individuals already employed, should training be
industry-based, i.e., in regional training centers serving large numbers of
workers, or firm-based? What is the optimal mix of theoretical instruction and
practical work experience?

Different countries have successfully adopted different strategies for
transferring occupation-specific skills to members of the work force. The
cost-effectiveness of different skills-acquisition modes depends on the
existence (or nonexistence) of many complementary factors; what works well in
one country may be poorly suited to another. Moreover, specific programs may
require a period of time in which to evolve and mature before they serve well
the goals for which they were intended; in some instances, it may be more
cost-effective to modify existing institutions rather than to invent new one-

Finally, and impcrtantly, whereas certain broad-based occupational
skills (e.g., bookkeeping, typing, accounting) might be acquired
cost-et'fectively within schools because these skills are widely applicable
throughout the economy and because the cost of teaching them is comparatively
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modest, the acquisition of other, more specialized and technical skills might
be provided more cheaply and effectively within firms, where the equipment and
expertise are already present and where the identification of needed skills is
driven by production needs. Between these two extremes, there are examples in
many African countries of industries consisting of many small firms none of
which is sufficiently large or developed to provide effective skills training;
here the answer is likely to be the establishment of industrial trainirng
centers, typically operating under government control but ideally financed
through a system of taxing the beneficiaries in proportion to the benefits
received. As a rule-of-thumb, schools should be asked to provide general
skills, applicable in a wide range of jobs and household situations; training
centers can provide more specific skills, applicable within particular
occupations; and firms are best at providing job-specific skills.

From the early days of colonialism in Africa, there has been pressure
to increase the vocational specificity of the school curriculum. The rationale
for vocationalization at the secondary level rests on the observation that, for
most secondary school students, this will be their last exposure to formal
education; it should therefore, according to the argument, provide the
recipients with specific vocational attributes demanded in the labor market,
thereby presenting them with better paying and more immediate employment
prospects upon school completion. This rationale is put forward most strongly
in countries where the industrial base is still very small and where employers
have abandoned traditional apprenticeship practices -- i.e., where the
oCa-of-school paths to the acquisition of technical skills seem few. In such
circumscances, the formal education system, it 4s reasoned, has an obligation
to impr.rt attitudes and specific job skills that prepare students for the
workirg life they will soon confront. In the post-colonial era, many African
governments have accepted this reasoning.

One approach to the vocationalization of secondary education has been
to sft up a salf-contained stream of technical, ag-icultural, and commercial
schools that parallels the general stream; this might be called the
"specialized vocational school approach." A second approach ("the diversified
secondary school approach") has been to insert into the core curriculum a range
of vocational or (as called in some descriptions of diversified secondary
education) "pre-vocational" courses. Both approaches have been tried
extensively in Africa and have received substantial support from international
donors, including the World Bank.

Rigorous evaluation of both modes of vocational education has not been
common in Africa. There is a clear need to examine how different types of
general and vocationally specific education have performed in relation to their
costs, and to examine how they have been sustained and their functions
continued in recent years under increasingly austere financial conditions.
Such studies need to be conducted several years after the institutions have
been established and after they have ceased being dependent (if they were to
begin with) upon the support of foreign donors. Also, because of the time it
takes for graduates to find regular work, the assessment through tracer studies
of the labor market experience of graduates should, ideally, not be conducted
until some years after course completion.

Studies along these lines are now being undertaken, some under the
auspices of the World Bank. Indeed, the Bank is planning to produce a major
policy paper on the subject of vocational educationi and training before the end
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of the 1980a. In the meantime, there are some few findings that can be
xeported now on the subject. These will be reported in what follows, not with
any intent to show that in-school programs for teaching vocationally specific
s;dlls should be avoided by all countries and under all circumstances, but
simply to raise warning flags that policymakers may prudently bear in mind when
the introduction or expansion of such programs is being considered.

First, there is an apparent tendency, particularly in developing
countries, to overstate the need for pre-employment oc_upation-specific skills
acquisition. Most entry-level jobs require relatively little in the way of
specific skills, and even in tLose cases where the reverse is true, adequate
training can usually be provieed by the employer through on-the-job training,
alone or in combination with classroom instruction in a variety of ways. There
is, of course, the problem of how, in very poor economies, to provide skills
for an industry that is only emergent or, as yet, nonexistent. This, however,
is a classic "chicken and egg" problem. Just wishing for the existence of a
modern, "high-tech" industry will not make it happen, nor unfortunately will
the teaching of "high-tech" skills, in the absence of many (other)
pre-conditions necessary for the industry's development.

Second, there is a tendency to overstate the power of schools to shape
attitudes and behavior in ways that would facilitate the transl.tion from school
to work. It is certainly true that certain behavioral characteristics, such as
punctuality, persistence, and the willi.agness to accept instruction, are
emphasized in schools, and that the very same characteristics are rewarded in
the workplace. If schools do not actually impart these desired behaviors, at
least they select for them. There is, however, scant evidence to suggest that
training in preparation for a particular occupation will, in and of itself,
predispose an individual to seek employment in that occupation; the occupation
must offer other (economic) incentives as well that attract the individual to
it. Indeed, the history of African education is replete with examples of
vocational school programs whose principal attraction can be shown to have been
the "second chance" they offered for students to re-enter the academic stream
and, thereby, qualify for high-paying jobs in occupations other than those for
which the vocational schools were actually designed to provide trainirg.
Moreover, the attitudes that are actually learned in school-based vocational
programs are not always appropriate ones. For example, the credentialed
graduates of such programs may possess unrealistic expectations concerning pay
and status for entry-level personnel.

Third, there is mounting evidence to show that, for many
occupation-specific skills categories, the training provided in schools is
generally "less useful" (i.e., the market demand for it is less strong) than
training provided on the job or in specialized training centers. When this is
the case, the reasons for it are usually easy to comprehend. Schools have
difficulty in recruiting and retaining competent instructors, especially in
those fields where market demand is strongest; school administrators are
constrained generally from offering differential compensation to instructors in
different fields. Being separate from the industries for which they train,
vocational schools generally find it difficult to provide students with
realistic work experience. For the same reason, instructors find their own
skills falling quickly out-of-date. Equipment, too, tends to become
technically obsolete, especially in times of fiscal austerity, which puts
budgetary pressure on schools that might not be felt in industry. Unlike much
industry, schools are slow to adjust to changing market conditions and change
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the mix of skills provided. Even when good labor market information is
transmitted to those who run training establishments, curriculum changes are
inherently difficult to effect within the formal education system.

Although bureaucratic inertia seems to characterize most technical and
vocational school systems in most developing countries, this is not to say that
it could not be overcome, given a different set of incentives for school
administrators. West Germany and Japan, both industrialized economies and
extraordinarily successful ones, rely on distinctly different systems for the
transferral of technical and vocational skills. Japan's is a system of quite
broad general education followed by heavy private (enterprise) investment in
in-service training, whereas Germany puts considerably more emphasis on
pre-employment training within the formal school system. Both systems result
in trained people who bring a high level of technical competence to the lob.
But both systems are capable also of adapting swiftly to change, and herein
probably lies the secret of their success.

Finally, policymakers should remember that most attempts to
vocationalize the education curriculum, in Africa at least, have proven to be
expensive relative to the cost of providing general education. Some of the
difference in unit costs is attributable to the fact that many vocational
education institutions and programs in Africa have not been expanded
sufficiently to benefit from eventual scale economies. Beyond this, however,
vocational education is (in most industrial fields and, to a much lesser
extant, commercial fields as well) inherently more expensive than general
education because of its greater reliance on specialized equipment, parts, and
consumable supplies and its requirement for smaller classes.

At the secondary level, the cost of specialized vocational schools
has been at least twice as much per student in many African countries as the
cost per student in general education, and more than 15 times as much in some
countries. A recent evaluation of the World Bank's experience with the
alternative approach to vocationalization -- diversifiedr. secondary schools,
which combine vocational and academic subjects -- finds that unit costs, while
not as high as in specialized vocational schools, are still higher under a
diversified curriculum than un4er a general curriculum. In spite of the higher
costs, however, the eoaployment and earnings experience of diversified secondary
school graduates seems much the same as for those who graduate from the general
curriculum stream, although the recent study did not follow students for many
years after graduation. If further research corroborates these findings, then
on the face of it, it would seem that diversified secondary schools are not
worth their higher costs. This is a sad lesson for the many African countries
that invested in such programs and for the technical experts (often from the
international donor community) who advised them, but a lesson nonetheless, and
one now to be heeded as policymakers consider directions for the future.

Because of the high costs and spparent lack of vocational relevance of
both these school-based approaches to skills acquisition, there is an urgent
need to develop (through incentive schemes and technical assistance) industry's
capacity to provide on-the-job training and other firm-based skills development
programs. Experience with these should be evaluated with reference to all of
the alternatives, including (post-primary and post-secondary) industrial
training centers.
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While additional information is being gathered on the relative
labor-market outcomes of different types of education and training,
policymakers should at least be aware of past differences in per student costs
between general and vocational secondary education and recognize that a policy
of increased vocationalization of the curriculum implies, inevitably, that
fewer students can be given access to education. Governments interested in
laying the groundwork for a more technically oriented economy in the future may
also wish to consider placing heavy emphasis on general mathematics and
scientific skills in the secondary and post-secondary curriculum. These tend
to be relatively inexpensive to provide and are likely to prove more conducive
to economic growth than an emphasis on in-school vocational education.

At the same time, policymakers should be exploring all of the
macroeconomic policy instruments that may help to raise the volume of training
provided throughout the economy. Out-of-school training, directed at
individuals already in the labor force, has two very important advantages as
compared with in-school vocational education. First, it has the potential of
reaching all workers -- those who have never attended secondary sch.ools as well
as the minority (in most African countries) of workers who have. Second, it
has the potential of continuing throughout an individual's entire working life,
thereby allowing each individual to renew some skills as these become "rusty",
and to replace others as these become obsolete. The macroeconomic policy
instruments whereby government can encourage training for in-service workers
are many. Investment codes, wage structure regulations, tax write-offs, and
apprenticeship guidelines are examples of the instruments through which
government can enhance the incentives for firms to offer training, and for
individdals to seek it.

5.4 Financing secondary education and training

Given the large unmet demand for secondary school places, a natural
starti.ng point for promoting the further growth of the sub-sector is to raiae
student fees. Another, indirect way for governments to expand secondary
enrollments without increasing the burden on the public budget is to encourage
the development of private schools, i.e., schools that are managed by
nongovernment authorities. This section discusses these two approaches to
increased cost sharing in secondary education and concludes with a discussion
of financing arrangements for training.

(a) Cost-sharing in public secondary schools

Current levels of subsidization in secondary education are high
in sub-Saharan Africa. This is especially so in the Francophone countries
where, in most cases, fees were never charged, but also in Anglophone Africa,
where fees have declined typically as a percentage of full educational costs in
the years since independence.

Obviously, the introduction or raising of fees can be used to relieve
the public financial burden of providing secondary education. As a by-product,
this policy reduces the difficult administrative chore that educational
authorities now face of having to ration a limited number of school places
among a much larger number of academically qualified applicants. Evidence from
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countries that have recently raised student fees indicates that the dropout of
those already enrolled is smaller than might be anticipated, and that the
impact on overall enrollment tends to be nil, rs those who drop out are
replaced by others wishing to enroll.

It was concluded from a recent study in Malawi that the 1982 fee of
Kwacha 101 (K30 for tuition and K71 for boarding), which represented cost
recovery of about 40% at the time, could be increased substantially before this
policy would eliminate all excess demand for places. The additional places
that could be financed by this change alone would be somewhere (depending on
the exact price elasticity of demand assumed) between 5,000 and 11,000
students, or between 20% and 50% of the secondary enrollment at the time.

To the extent that higher fees would discourage students with lesser
academic ability, and hence, lower probability of success, from enrolling in
secondary education, the policy of increasing fees would increase efficiency
within the sub-sector. There may be concern, however, about the policy's
impact on equity, since the higher fees will tend to increase the ratio of
high-income to low-income applicants of ant given ability level. This would
simply exacerbate the situation that exists today, wherein the substantial
across-the-board subsidies that go to iecondary education benefit high- and
middle-income grouips disproportionately, since enrollments are already skewed
towards these groups.

The adverse equity effects of ,he fees charged now, and of any future
increase in fees, can be offset by the provision of scholarships for talented
low-income students. It Is not inconsistent to endorse a general policy that
devolves a higher proportion of secondary education costs onto users, while
advocating that the fees charged low-income students remain the same as before
or be reduced.

Even in countries where politicians have taken a stand against the
imposition of user fees in public education as a matter of principle, it is
still possible for government to pass on more of the c-sts currently shouldered
by the miaistry of education. First, if care is taken to distinguish between
the educational services and other (e.g., welfare, boarding, recreational)
services that secondary schools provide clients, it may be possible to charge
for the latter without violating the government's principle of 'free" public
education. Moreover, education authorities can rely, more so than in the past,
on community participation in the construction and maintenance of school
buildings. That communities should assume a major responsibility for the
capital costs of primary education is already widely accepted in Africa, and
the process of transferring this burden from central government to local
authorities is already quite far along in many countries as was discussed in
Chapter 4. A parallel process at the secondary education level is now under
way in a number of countries (see Box 5.3 for an example of this in Zambia).

(Box 5.3]

Another cost-recovery mechanism that may deserve more use than given
at present is to open secondary schools in more populated areas to evening
students. Although this system would serve fewer additional students than a
full second shift in the afternoons, it has the merit of providing secondary
school access to young people already working, whose fees can be used to give
an incentive to regular, day-time teachers to return in the evenings.
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lox 5.3 CUOIUNITY FINNUCING OF SECONDARI SCHOOLS IN ZNMBIA

Since Indrpendence In 1984, the governrnt of Zambia has worked to achleve baslc educatlon for
all chl dren. In stPort of this polIcy, dirIng the 19608 the government phased out all school fees,
and provided froe board and IodgIng to all secondary boarding schooI students. Revenue from mineral
cvort salese these costs. Howeer, by the old-1970s Zaebla faced a dramatic econmnlc downturn, which
led to severe redctlms In public expenditures for educatlon.

As pibIic allocatIons to sdcatIan declined over the past 10 years or so, a rinber of actIons
were taken to pIck up the slack. In order to Increase Access to secondary school places, the government
in 1975 began to enonuraga Indlvidais and organizations to owrate private fee-paying schools. By the
old-1980s the governrent also lnstItuted a policy that required all nmn-Zablans to pay tuition end
boardIng fe8s toward the cot of their children's educatlon in the country, and armolmced thet
Parent-Teacd Associations muld be al lowed to levy a boarding swplet on pwl Is to Improve
chi Idren's dIets.

A key elent In aeoilizing nonl-publc resrces to sLpprt edcation was official
encouWaeet for the establ idhunt of Self -Help e01os drlrng the late 1970s. Cocalty reactlon-
has bon positlve: bete 1981 an 1984, 82 Solf-lelp secondary schels were created. As a reasit of
the cash. terlal, ard Isbor contrIbutlon provided by coAl auntles. access to secondary
educatlom has thu been greatly stpmnded. Moreovwr, private contribitlom have been ads In a variety
of otlhr ws. For maple, gos comsnitles offer acdatlon for weekly boarders In residents' huts
tolle school dorsltorleo are beIng costructed by the comsity. Otes cnstruct hWes for teachers,
and In on case the PTA has paid rent to accodate tsacer. Further, pupi is In thse schools are
levied to help f Innu project ad prorm.

In govrrut and grant-ied schools, osm educatlonal recurent sndlltures from the pib Ic
budgthavwunoffIclallybeentraneferredto pWents or otlhr reciplents of licational services.
Parents are nw eting the costs of tebos, wolse boks, rulers, eathutlcal sets, erasers ad
other uterials, nd school uiform. For boarding schooi pup Is, parents pay for bedding, soap and
other tolletries. Part also ontrib to conr the oost of sJhitmem as entertalruent an sarts,
chool developmt ad sinteiwc, and prOdctlQn unlt activities.

hiIe such private oontrlbutlom have been essntlal to the contiriad provisIonof e catlon
for Zoblan children, the gwvenuint's reoponse has beon alvalent. No guildellnes have been Issued
regarding hlch Item schools nay charg parents for, and the determintlon of levels of contributlons
to various fund haa bEen left largply to school authoritIes ard their PTAs. So2a fear that the abse
of govern s mitewing eliht lead to fIn-clal olsrtent by unwrupulou8 school heads and PTAs and
argA that cl-out off lolal policy Is deoanded. In Ilght of Zambla's continuing esonolc diffIcultIes
and the gremifh of the schl-ap populatlon, hewver, government reaponsibi I lty for education Is likely
to decline ftrt~6r and private suW ort to take an an inreasIrngly Important role In the financgng of
edwatlon.
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(b) The role of private schools

"Private" schools include those that are sponsored by religious or
other special-interest groups. schools run by labor organizations or business
enterprises, private proprietary schools, and fully or semi-autonomous
community schools. African governments took over the running of m'ny private
schools in the years soon after independence. Nevertheless, private-school
students still comprised more than 25% of all second-level enrollments in 1970.
By 1983 this number had decreased to fewer than 15%. The usual practice in
Africa has been to subject education to strict controls, and these have tended
to stifle private provision and also to prevent individual providers from
responding to the changing needs of their constituent populations.

The nature of government control over private education ranges from
outright prohibition in a few countries, to a long list of regulations covering
such things as the level of fees, qualification of teachers and content of
curricula in most countries. On the one hand, it is argued that such
regulations are necessary to protect families from choosing unwittingly an
inferior-quality private-sector alternative to public schools, and on the other
hand, that they are needed to prevent the development of a high-priced,
superior-quality educational alternative, which only the rich can afford.

Whatever the merits of these opposing arguments, many countries seem
willing today, in the light of the financial situation that exists, to
recons'der their policies vis-a-vis private education. An easing of the
restrictions that have been imposed will encourage new providers to enter the
educaticnal marketplace. The harambee (or self-help) secondary school movement
in Kenya contributed importantly to the rapid growth of secondary enrollments
in this country during the latter half of the 1960s and early 1970s (over 15%
annual growth). By way of comparison, in neighboring Tanzania the expansion of
secondary education was deliberately curtailed, and a recent study attributes
at least some of the differences in prasent economic vitality between these two
countries to the earlier differences in their policies with regard to secondary
education (Box 5.1, above).

It is often assumed that privatization in the African context should
involve some type of accreditation system imposed by government. Such systems,
however, are difficult to implement and, indeed, are unreliable in that they
rely on external surrogates for educational quality such as teachers'
qualifications, student-teacher ratios, and school building stanfards. National
or regional examinations can be used as powerful vehicles for shaping curricula
and for promoting (and not simply monitoring) quality in education. Results on
examinations constitute a signal zo consumers that they can use as a basis for
choosing among educational alternatives. When alternatives are available,
schools cannot take students for granted. Competition for students will tend
to encourage experimentation in public and private schools alike, and the
result should be increased efficiency in the education system.

To minimize differences in the private educational costs encountered
by households sending children to different kinds of schools, governments may
choose to subsidize partially private education to the same (presumably
reduced) extent that it does public education. In many African countries
today, there exists a wide range of financial arrangements, from the public
schools, where subsidies are usually the highest, to partially aided private
schools, to completely "unaided" private schools.
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(c) Financing training

In general, consideration should be given to structures for governance
(ownership) of vocational training that parallels the patterns used to finance
it. Where training is supported through taxes and other levies on employing
enterprises, these enterprises should have a major role in the management of
expenditures. Frequently, this will mean ownership and management of training
institutions by individual large enterprises or by associations of employers
with common skills needs. A similar model can be applied to public sector
institutions sufficiently large to justify ownership and management of
specialized training centers and schools.

Relaxed regulation of proprietary schools and centers for teaching
vocationally specific skills is a second option. Again, while proprietary
schools have functioned well in other contexts, it is not clear how well they
might function in many African situations. In the services sector, where
capitalization costs are relatively low, such policies may be more productive
than in training for industry. In agriculture, where consumer incomes are
relatively low, subsidized training managed by public agencies may continue to
be required.

Where proprietary schools generate revenues through the marketing of
training services, management of effective institutions is heavily influenced
by consumer preferences as informed by government accreditation. Institutions
that fail to meet quality standards or cannot provide training at acceptable
prices will not long survive. Such structures increase the responsiveness of
training curricula and costs to employment demand, while structures that
finance and govern independent of demand for skills are generally less
responsive, thereby lowering training efficiency.

Public financing and management of vocational training institutions
may continue to be t.,e most feasible option in economies or skill areas where
private enterprises are relatively small and lacking in management and training
capacity. In such cases ecoz.omies of scale may be realized through training
institutions serving a number of firms, particularly when schools and training
centers are located in close proximity to employers. Institutional
arrangements that give small employers a voice in the curricula and management
of these training institutions in return for even modest financial
contributions should be considered, both to increase immediate responsiveness
of training to demand and to provide a starting point for eventually stronger
roles for enterprises.

Policies that alter the structure of training coordination require
investments in implementation. Transferring ownership of specialized secondary
vocational schools from the ministry of education to another organization, for
example, involves transition costs for the establishment of new coordinating
procedures and units, and for the implementation training required both in
schools and in the new structural home. Some of these costs represent a shift
of costs from one organization to another; others are start-up costs that will
disappear beyond the initial period. Cost savings may develop eventually as
the new system becomes increasingly efficient.
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Chapter 6. PREPARATION FOR RESPONSIBILITY: HIGHER EDUCATION

Higher education is of paramount importance in the process of African
development. High-level manpower must be trained and quality research carried
out if development policies are to be correctly formulated, programs
Appropriately planned, and projects effectively implemented. Preparation of
and support for those in positions of responsibility -- in government, in
business, and in the professions -- is the central and essential role of the
continent's universities.

The leadership of the region's insti'.utions of higher learning have
spoken fo.rcefully and eloquently at two important conferences -- in Mbabane in
1985 and Harare in 1987 -- about the urgent need for African universities to
produce graduates who can tackle the complex problems that confront the
continent. Pronouncements at these meetings were consistent with the findings
of the Fifth Conference of Ministers of Education and Those Responsible for
Economic Planning in African Member Statas (Harare, 1982) and are in line with
the aspirations and African-articulated policy framework enunciated in the
Lagos Plan of Action, elaborated in Africa's Priority Programme for Economic
Recovery (1986-1990), and reiterated in the U.N. Programme of Action for
African Economic Recovery and Development (1986-1990).

University programs of research and teaching that support the
rehabilitation and further development of the agricultural sector are of great
importance. Many applied areas, such as soil and water conservation and
drought and desertification control, and the natural science and engineering
disciplines upon which progress in all such applied areas depends are central
to the task of strengthening Africa's agricultural base, and they demand
immediate attention. Of equal Importance is the contribution of institutions
of higher learning to public administration, the governments' capacity to plan
and direct the process of development. For this, they must produce high
quality manpower in the social science and management disciplines, conduct
timely rRsearch, and provide advisory services in such fields as economic
planning, finance (including debt management), and public administration.

Despite the centrality of these tasks to Africa's future, they cannot
be successfully accomplished unless fundamental changes are made in higher
education -- changes that will dramatically improve quality. If African
universities are to provide world-class graduates, research, and other
essential services in response to the demands of their modernizing societies --
if they are to produce the research scientists and =iversity teachers who can
interpret the latest science and technology and harness it for the purposes of
Africa's survival and future development -- then resources for higher education
must be increased, and they must be used more productively.

This paper contends that these goals (expansion of resources and
increased efficiency in the utilization of resources, so as to enhance the
quality of higher education) can be met despite limited economic prospects and
unremitting need for public austerity. It also suggests that suxecessful
implementation of policies to improve higher education may eventually help eaae
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the resource constraint to educational development at the lower levels.
Adjustment of higher education in Africa to better serve the changing
imperatives for development need not be at the expen:-e of priority objectives
in other subsectors but can be in support of them.

6.1 The challenge and the promise

The development challenge posed in tertiary education is in one
important respect more daunting than for lower levels of the system. Real
growth of public resources for the education sector as a whole In most
countries is unlikely to keep pace with growth of school age populatioz,s,
implying a decrease in real public per capita education expenditure. Even with
vigorous application of recommended reforms at primary and secondary levels,
these lower levels of the education system will require additional resources
just to keep enrollment rates and quality standards from deteriorating from
their current modest levels. But if public resources for education are at best
constant in real terms, where will additional resources for primary and
secondary schooling be found?

A portion of those resources can appropriately be supplied by the
private beneficiaries of education and their families, not the public purse.
It is probably inevitable that parents' contributions to the costs of primary
education, and particularly secondary education, will increase, despite very
real concerns about the impact of this on overall equity and efficiency. But,
especially in the low and medium primary enrollment rate countries, where
expansion of access to lower levels education remains an urgent priority, all
of this may fail to ensure the increased stocks of human capital required for
continued development.

The conclusion is both harsh and inescapable: To meet minimally
acceptable targets for coverage and quality of lower levels of education in
most countries, as a general rule the tertiary sub-sector's share of stagnant
real public education expenditures cannot expand further, and in some cases may
have to contract. Some combination of efficiency improvements, increased
private contribution to costs, and constrained growth of (in some countries and
fields, outright cutbacks in) production of graduates must be sought. Even
more daunting, total savings from such measures, plus resources mobilized from
the international community, must generally be sufficient to finance the
indispensable quality improvements needed in the tertiary svbsector in the
shert-run, as well as its expansion in the long run. In some cases, such as
the Sahelian countries where the crisis in coverage at the lwger leveis is most
acute, these savings may need to be substantial enough to free iw some funds
for these levels.

It will take years of dogged determination and profound changes
in the way higher education is organized, managed, and financed to achieve the
needed savings. In particular, unless tertiary sector managers are presented
with compelling incentives to Improve efficiency, impose quantitative limits on
enrollments, and mobilize resources from the private sector, the required
savings will not materialize. The most powerful incentive is to ensure that
savings realized in any specific institution through wise and courageous
leadership are in significant measure available for redeployment to quality
improvements in the same institution. Conversely, policies that expropriate
savings obtained by aacrifice in individual institutions and transfer them to a
central authority for redistribution will be self-defeating because they
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destroy the incentive to look for savings. Until those savings are obtained,
the limits on what can be achieved in terms of -uality at the tertiary level
and of coverage and quality at the primary and secondary levels will be
tighter, and the long-term prospects for development in sub-Saharan Africa more
constrained, than need be.

The challenge, then, is to design and implement with persistence,
over many years and in circumstances of severe austerity, policies that
generate the resources needed for the revitalization of the subsector. If the
challenge can be met, these policies promise to enhance the several critical
contributions of higher education to national development.

In broad terms, tertiary education makes three such contributions.
First, tertiary institutions prepare the versonnel needed to fill high-level
scientific, technical, professional, and managerial jobs -- i.e., they educate
the elite leadership of a nation's development effort. Of special importance
here is the preparation of teachers, scholars, and managers for the education
sector itself, espacially for its most advanced teaching and research
functions. These people are the indispensable core of national capacity for
sustained production of sound scientific, professional and technical manpower
and for setting standards, maintaining quality, and adjusting the education
system to changing circumstances. They are the leaders in Africa's battle
against intellectual colonization with which the worldwide explosion of
knowledge threatens the region. So it is that, second, African countries look
to higher education institutions to generate the knowledge and innovation
needed for development, tarough indigenous scientific research and as agents
for the acquisition, adaptation, and dissemination of scientific and technical
knowledge developed elsewhere. Third, African universities as institutions and
their faculties as individuals can provide necessary services needed for
development ir. both the public and private sectors.

Beyond these major responsibilities, tertiary education in Africa as
elsewhere is also a source of analytical perspective on societal problems and
their possible solutions that is independent of and, often, a usefully
pluralistic counterpoint to, political and religious authorities. Higher
education institutions also provide a mechanism for indigenous self-expression,
help to conserve and adapt local traditions and values, and constitute
important symbols of national prestige and attainment.

6.2 Issues in higher education

At leas,. with respect to the preparation of high-level personnel,
tertiary education's contribution to sub-Saharan African development since
independence has been remarkable. The rapid growth of universities and
enrollments was sketched earlier (Chapter 1). In 1960, tertiary institutions
in Africa graduated about 1.2 thousand degree and non-degree holders,
equivalent to one person trained at that level for each 168,000 Inhabitants;
the 70.6 thousand graduates in 1983 represented a ratio of one per 5,800
inhabitants.

With this notable easing of the high-level manpower constraint,
however, the relative importance of tertiary education's other functions has
increased. Today, higher education's continuing contribution to development is
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threatened by four complexly interrelated weaknesses. First, the mix of
outputs of the higher education system is no longer well suited to the
requirements for development. Second, the quality of those outputs shows signs
in many instances of having deteriorated so far as to cast doubt upon their
fundamental effectiveness. Third, their costs of production are needlessly
high (where cost is measured as the output forgone due to not applying
elsewhere in the educational, or economic, system the resources currently going
to higher education). Finally, the pattern of finaacinz their production is
socially inequitable and economically inefficient.'-

(a) Inappropriate output mix

High level manpower. Of the three major outputs of tertiary
education -- high level manpower (including scholars and teachers for the
educgtion sector itself), knowledge and innovation (research), and development
advisory services -- sub-Saharan Africa today generally produces relatively too
much of the first, and not enough of the second and third.

The proportion of tertiary graduates in African populations 24 years
and older (now about 0.4%) is still small by comparison with other developing
regions (on average perhaps 6%). The proportion of scientific, technical,
professional and, especially, education sector positions filled by expatriates
remains substantial in many countries. Over the long run, Africa can survive
and prosper only by maximum exploitation of its major resource, people,
including especially those with skills acquired in tertiary education.

Nevertheless, short- to medium-term overproduction of high-level
manpower -- at least of the requisite quality -- is suggested by the growing
problem of graduate un- and under-employment. Since reliable figures are not
generally available, the assertion is largely based on the overwhelming weight
of recent testimony from officials of African ministries and universities.
Other considerations (like physical capital stock) aside, the incidence and
size of surpluses of manpower trained at the tertiary level are likely to be
greater in countries such as Guinea, Lesotho, Swaziland, Congo or Gabon where
about one of every 2,000 inhabitants was awarded a degree from tertiary
institutions in 1983 than in Mozambique, Tanzania or Burundi where the rate of
production of tertiary graduates in recent years was only about one per 17,000
inhabitants.

Data problems notwithstanding, long and lengthening periods of job
search have been reported among graduates in Zaire and Nigeria. In Kenya, a
1985 tracer study of University of Nairobi graduates between 1970 and 1983
documented periods of job search from one to three years and in addition found
a rise in temporary employment and a decrease in utilization of graduates'
formal training on the job. Manpower forecasts for Lesotho show an excess of
graduates, particularly outside the teaching profession. In Somalia demand for
tertiary graduates around 1990 is estimated at 150 annually while anticipated
output of Somalian institutions, net of students returning from abroad, is more
than five times that amount. Fewer than 15% of the approximately 1100
graduates of tertiary institutions in Mali in 1986 can expect to find
employment in the public sector, and private sector opportunities are certainly
no greater; the conclusion is that at most 30% of the graduates will find work
appropriate to their level of training. If the base for these figures were to
include Malians returning from training abroad, the picture would be even
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darker. In Guinea, a 40% reduction in higher education enrollments was deemed
necessary to bring annual production of graduates in line with absorptive
capacity of the public service, essentially the only employer of tertiary
manpower.

What accounts for this situation, now an essentially universal
phenomenon on the continent? Several hypotheses can be offered. Each is
worthy of rigorous testing in the light of country-specific circumstances.

To some extent, the apparent surpluses represent not so much
overproduction as a general failure by African countries to nurture conditions
in which individuals with tertiary education can be productive. Political
philosophies and development models that place primary reliance on the
reasonably unfettered interplay of market forces, internally and
internationally, generate by their very nature incentive structures that afford
a premium to skills acquired in tertiary education. As African economies
succeed in their efforts at liberalization through structural adjustment, their
ability to get the most out of tertiary level manpower will be enhanced.
However inevitable it may ultimately be, this increase in the capacity of
African economies to utilize tertiary manpower productively is unlikely to be
noticeable before the end of the century. If recent experience is any guide
(see Box 6.1 for a case in point), structural adjustment in the short-run
exacerbates rather than ameliorates the problem of graduate unemployment,
especially since aspirations and expectatioans of tertiary students with respect
to occupational status and wages are much slower to respond to new economic
parameters than the demand for the high level skills they embody.

[Box 6.1]

The more immediate explanation for the surplus is that, on the one
hand, the demand for graduates contracted suddenly in both the public and
private sectors. The economic downturn of the 1980s and the pressure to
contain public employment arrived just as African civil services, almost
everywhere the largest employer of tertiary level manpower, had largely
completed the process of replacing expatriates with newly qualified nationals
and were consequently reducing their hiring rates. Beyond reducing public
sector demand for graduates, other aspects of adjustment to the downturn
--including the retreat from import substitution industrialization, the shift
away from nontradables (construction, banking, insurance), and sharper scrutiny
of staffing levels following privatization of parastatals may also have slowed
private sector demand for high level manpower, which in any event was often
much less significant than demand from the public sector.

On the other hand, the economic downturn coincided with coming into
production of the remarkable capacity expansion program for tertiary education
which was undertaken in the 1970s. Between 1980 and 1983, enrollments in
African institutions of higher education increased 30% (from 337 thousand to
437 thousand, not including the additional 100,000 African students enrolled in
foreign universities) and graduates increased 70% (from 41.5 thousand to 70.6
thousand). In short, the supply of graduate manpower mushroomed.

In addition, the emerging imbalance between supply and demand was
exacerbated by structural rigidities in the education system. Indirect
evidence suggests excess supply of graduates in arts, humanities, and soft
social sciences is not an especially new problem. In 1960, reflecting the need
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Box 6.1 UTILIZATION AND EARNINGS OF UNIVERSITY AND TECHNICAL
GRADUATES IN COTE D'IVOIRE

Between 1982 and 1984, Cote d'Ivoire experienced a severe
recession, reducing the GNP per capita by almost 50X. As a result,
many jobs were lost, especially in the modern private sector. The
higher education system was not able to adjust sufficiently to
accommodate the changing demand for its graduates. A 1985 survey in
Cote d'Ivoire revealed that 37.52 of people with university diplomas
in Abidjan and more than half of such people in other cities were
economically inactive or unemployed. More than half of them had been
in that situation continuously for the full year prior to the survey.
Among people with vocational and technical diplomas, the situation
was only marginally better: 33X of them were without jobs in
Abidjan, and 262 in other cities. The reduced ability of the formal
sector -- the traditional outlet for university and technical
graduates -- to absorb such graduates, especially in Abidjan, has
indtuced about 101 of them to take up work in the informal sector,
mainly as self-employed entrepreneurs.

For those graduates who do find Jobs in the formal sector,
the private returns to their education are still quite high. Each
year of post-secondary schooling adds an average of 171 to an
employee's earnings. This figure is higher in Abidjan (191) than in
other cities (15%). For technical and vocational education, the
increase in earnings is about 9X per year of schooling, with no
difference between Abidjan and other cities. Such elevated returns
to education in combination with high unemployment among university
and technical graduates are signs of an imperfectly functioning labor
market. In particular, it appears that as a result of the recession,
the number of jobs has been reduced while the salary levels of those
workers still employed have been maintained.

As for graduates who become self-employed informal sector
workers, their earnings are sometimes even higher than the earnings
of their wage-employed peers. For example, in Abidjan, a
self-employed worker with a vocational or technical diploma has
earnings almost 50S higher than a government worker with the same
diploma on the average. Also, those earnings are more than three
times the earnings of a self-employed person with only a primary
school diploma.

These findings suggest the importance in the short-run of
adjusting university output to levels that the labor market can
absorb. At the same time, they point to adjustment mechanisms that
will eventually allow full (or fuller) utilization of university
graduates as the economy recovers and as labor market performance
improves. The high productivity of graduates working in the informal
sector, in particular, indicates that (even though new graduates may
have to adjust occupational expectations downwards) college education
is of broad vocational value.
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for indigenous administrative personnel and the less onerous requirements in
terms of costly facilities of establishing programs in the liberal arts than in
the sciences and engineering, 602 of enrollments in African institutions of
higher education were in the arts and humanities and 40% in the sciences and
engineering. Today, Africanization of public service positions and (at least
in some places) of management positions in the private sector is quite
advanced, so demand for arts and humanities graduates is less robust. By
contrast, demand for high level marpower in scientific and engineering
professions is, in most places, much more substantial. Yet the 60:40 ratio is
the same. Enrollment patterns have not responded to shifting labor market
demands, a rigidity whose effect is exacerbated by lower proportions of
students actually graduating in sciences and engineering than in the arts and
humanities.

The recent appearance in a few countries of significant un- and
under-employment among graduates of technical programs in engineering,
agricultural sciences, physical and life suiences suggests that beyond
structural rigidities in enrollment patterns, the overall size of the system in
some countries may have exceeded what can currently be justified by
requirements of economic growth. The continuing reliance on expatriates to
staff scJtentific and technical positions, especially in the education sector
itself, suggests that inadequate quality may also impede absorption into the
labor force of graduates of African universities.

Finally, public subsidization of higher education has so far kept its
direct costs very close to zero for the individual student. Yet, as Tables 6.1
and 6.2 make clear, wage differentials to tertiary trained labor remain
substantial. As a consequence, the private rate-of-return to tertiary
education is on the order of 302, higher than for any other region of the
world, and shows no sign yet of decline. Growth in the number of secondary
school leavers with expectations of acquiring higher education, and the
extraordinary private returns it has thus far conferred, has not slowed. The
overall result is a paradox of more graduatea than the economy can usefully
absorb in many fields combined with undiminished pressure for expansion of
higher education opportunities despite the reduced, and falling, probability of
obtaining a well paying job once a diploma is in hand.

(Tables 6.1 and 6.2]

Education sector leadership. A number of specific scientific and
engineering careers manifest excess demand for graduates, and may thus require
focused capacity expansion. But the major exception to the general rule of
overproduction of graduates is to be found in the education sector itself. For
18 countries for which data are available, expatriates constituted on average
352 of secondary school teachers at the end of the 1970s (see Annex Table C.9);
the proportion is much higher in some fields (e.g., science, mathematics and
technical education). Despite sizeable staff development efforts, including
programs of foreign graduate training, many tertiary institutions are still
critically short of African staff, especially in the senior academic positions
of teaching and research leadership. In Nigeria, further ahead than most
countries in the Africanization of staff, about 202 of teaching positions were
still filled with expatriatec in the early 1980s. Data for 10 other countries
at the end of the 1970s suggest that expatriates on average filled 502 of
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Table 6.1 Ratios of Graduate Starting Salaries to Per
Capita Income

Graduate starting salary as
Country multiple of per capita income

Gambia 11.1
Ghana 3.6
Kenya 14.6
Liberia 11.1
Sierra Leone 5.1
Somalia 8.3
Tanzania 14.2
Zambia 12.0

Mean 10.0
Median 11.1

Note: Circa 1979 (International Labor Office, 1982).

Table 6.2 Index of Starting Salaries in Public Service by
Education Level ("0" level - 100)

Country "Al level Degree level

Ghana 120 169
Kenya 127 269
Liberia . 339
Sierra Leone 229 342
Somalia 128 171
Tanzania 148 323
Zambia 116 169

Mean 145 254
Median 128 269

Sources Derived from [International Labor Office, 1982].
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tertiary teaching posts (see Annex Table C.9). And postgraduate programs,
especially those involving rigorous research training, remain in their infancy,
in part because requisite staff with doctoral qualifications and adequate
experience are not available.

Indeed, the least recognized but perhaps, over the long run, the most
devastating damage to African higher education since 1980 was to the promising
start of the 1970. in building an indigenous African capacity to produce
tertiary teachers, research scholars, and top flight analytic personnel for the
public services. Illustrative of the situation is Nigeria, where erosion of
progress will mean that only one-third of 3,000 new academic staff required by
universities before the end of the decade is expected to be forthcoming from
existing postgraduate and staff development programs. The ahortfall is
greater, of course, when doctoral level staff requirements in non-University
research and professional occupations are considered.

Research. Although substantiation depends more on anecdotal than
empirical evidence, African university staff uniformly report that research in
their universities withered in the 1980s. As the financial crisis of tertiary
education deepened, research budgets were typically subject to early and severe
cuts. Since a significant part of postgraduate (especially doctoral) training
involves student participation as apprentices in faculty research and
ultimately the solo undertaking of a dissertation project, the feasibility of
offering graduate education of reasonable standard suffered a concomitant
decline.

Stagnation or outright decline in African research output, and in
African capacity to produce future researchers, places in jeopardy the
continent's long-run ability to take advantage of the worldwide advance in
science and technology. Africa need not be consistently in the forefront of
all scientific and technological advance. And well into the next century, a
sizeable fraction of Africa's Ph.D.'s will still undoubtedly be earned from
foreign institutions. But the continent nevertheless already needs substantial
capacity for absorption and utilization of new knowledge, and that capacity is
in large measure developed through the operation of indigenous postgraduate
teaching and research programs. For example, frontier developments in genetic
engineering and other areas of biotechnology are potentially applicable to
problem. of plant and animal health in Africa; the impact on production of food
crops and on export agriculture could be sizeable. Extension of the argument to
human health and even industrial processes -- and to such frontier areas as
microelectronics and materials science (ceramics and metallurgy) -- is not hard
to contemplate.

The central point is that without African mastery of the underlying
science of such developments and an ability to adapt'them to local problems and
conditions, the potential benefits to Africa of these advances will likely be
lost in large measure and certainly will be late in arriving. World class
university-based programs of both basic and applied research and of
postgraduate education are the breeding grounds for mastery of science and
technology. They are the key to sophisticated consumption of mankind's
exploding stock of knowledge and technology. They are a necessary condition
for African escape from intellectual dependency, In a very real paradoxical
sense, no African nation can afford to have such programs in the short run, and
none can afford not to in the long term.
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Consultacv and Advice. Even in their current depressed and fragile
state, uaiversities in Africa represent a nation's largest reservoir of expert
knowledge and cosmopolitan experience. And here is another paradox. The
continuing demand for expatriate technical assistance from both public and
private sector organizations suggests there is no lack of tasks requiring the
highest levels of academic training and professional experience. Yet, with
only numbered exceptions, African universities as institutions and their
faculties as individuals do not allocate much time and effort to direct service
activities above and beyond the mounting of special training programs. Much
applied work currently undertaken by foreigners could as well be done by
African university staff, who in the process would enrich their own research
and teaching by more thorough grounding in present-day African realities.

(b) Low quality

Direct and hard evidence on the level and trends in quality of the
outputs of African higher education is not available. That African graduates
may not be as knowledgeable as their peers elsewhere in the developing world
may be suggested by results of the Graduate Record Examination, where scores on
the verbal, quantitative, and analytic sections are uniformly lower than for
Latin Americ&n, Asian, or Middle Eastern students; but the real significance of
this finding is subject to varying interpretations. Beyond this, the low (and
possibly declining) standard in African higher education is so pervasively
bemoaned by teacher, student, employer, and government official alike (see Box
6.2) as to be everywhere accepted as conventional wisdom, which we do not
dispute.

[Box 6.2]

Nor could it be otherwise, since indirect evidence of a crisis of
quality is overwhelming. A tragic consequence of the economic downturn -- and
of the concomitant constriction in public budgets and reduced access to foreign
exchange -- has been the virtual disappearance from higher education
institutions in many African countries of exactly those inputs that make
physical plant and highly trained academic staff educationally productive.

These inputs include: spare parts for equipment maintenance and
repair; routine replacement and upgrading of equipment; reagents and other
consumable supplies; multiple copy textbook and monograph acquisitions for
libraries; subscriptions to scientific journale; functioning computation
facilities; maintenance, gas, and oil for vehicles used in faculty research and
student field trips; other research support to faculty, including travel; even
routine upkeep of physical plant (e.g., sanitary facilities and telephone
exchanges) and public utilities (e.g., sewage, water, electricity). The level
of deprivation of these non-salary operating expenses varies from place to
place on the continent, but Annex Table A.22 suggests that, on average, less
than 2Z of total tertiary level recurrent public expenditures is available for
these crucial purposes. Campus visits make clear that, in a reversal of the
situation prevalent into the 1970s, scarcity of non-salary recurrent inputs,
not the number or level of training of academic staff, is today the governing
constraint on quality in African higher education in nearly every country.
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Box 6.2 CRISIS OF QUALIT.- IN HIGHER EDUCATION

The scarcity of funding for capital Investment and nonsalary
operating expenses has seriously undermined the quality of educatlon In
African universitles. The situatlon at Nigeria's University of Ibadan
Illustrates the problem.

For several months now we have been expected to run a physlcs
laboratory without electricity, perform biology and zoology
experiments without water and get accurate readings from
microscopes blinded by use and age. Chemicals are unimaginably
short. The result of all this Is a chemistry laboratory that
cannot produce distilled water and hundreds of 'science
graduates' lacking the benefits of practical demonstratlons.
CWest Africa, 12 September 1983.]

Ghana provides other examples. At the University of Science and
Technology, equlpment for the electrical engineering department has not been
purchased since 1962, and most equipment In the civll engineering department
dates from the 19508. Such old equipment, Including the university's
computer, Is rarely In working order; It requires regular routine
malntenance, Including replacement parts, for which funds are not available.
The same university has been characterized as ... grossly short of... books,
Paper and food' (t West Africa," 18 July 1983]. Slmilarly, reports from the
University of Ghana's faculty of science tell of shorteges of chemicals and
other consumables necessary for laboratory classes, and note that the
scarcity of foreign exchange precludes the supply of essential materials from
abroad. Lack of funds also means that some universities are operating without
thl. vehicles necessary for student fleld trips and data collection, and that
others do not have the resources to repair broken telephone systems.

In many countries throughol4t the sub-Saharan region, the lack of
capital funds has led to unfinished construction work on classrooms,
laboratories, workshops, libraries and residence halls. A 1981 report from
the Nigerian Commission on Salary and Conditions of Service of University
Staff states: *The Commission was horrified to witness the disgraceful
spectacle of students In the corridors and outside lecture theatres
struggling to comprehend the proceedings Inside.' Reports from the
University of Ibadan are also discouraging: 'Everything In the University
today points to an agonizing decline. Students swarm from their hostels
where there are six In a room designed for two, Into a dingy lecture room
where a teacher shout- his notes across a hall of five hundred listeners*
rawest Africa*, 12 September 1983].
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The most immediate consequences of the drying up of non-salary inputs
to higher education are that research ceases and instruction is reduced to
little more than rote learning of theory from professorial lectures and chalked
notes on blackboards. Chemists who have not done a titration; biologists who
have not done a dissection; physicists who have never measured an electrical
current; secondary science teachers who have never witnessed, let alone
themselves actually conducted, the demonstrations central to the curricula they
teach; agronomists who have never conducted a field trial of any sort;
engineers who have never disassembled the machinery they are called upon to
operate; social scientists of all persuasions who have never collected, or
conducted an analysis of, their own empirical data; specialists for whom the
programming and use of computers is essential who have never sat before or
tested a program on a functioning machine; lawyers who do not have access to
recent judicial opinions; medical doctors whose only knowledge of laboratory
test procedures is from hearing them described in a lecture hall --
qualitatively deprived graduates such as these are now appearing in countries
that have been hardest hit by the scarcity of non-salary inputs. But the
threat to all applied disciplines is nowhere far removed, even in the
relatively stable university environments. Complicating the situation further
in many institutions are student numbers in excess of the carrying capacity of
crucial components of the physical plant, living accommodation and library
study space in particular.

As a consequence, the skills most relevant to development, those
acquired when theory is confronted with the exigencies of the real world, are
exactly the ones that do not get learned. The end result is that, in its stock
of high-level skills and in its ability to generate knowledge and innovation,
sub-Saharan Africa is falling further behind despite the increasing numbers of
higher education graduates. Tertiary education discharges ever less
effecti-.ly its principal responsibilities.

(c) High costs

Not only does higher education now produce too many graduates in many
fields, too few high-level personnel for postgraduate education and research,
and not enough research and development advisory and consultancy services. Not
only are all those outputs of increasingly dubious quality. But the costs per
araduate -- some of whom are not needed and many of whom are of poor standard
-- are exorbitant. As a percentage of GDP per capita, which is a reasonable
proxy for affordability, unit costs (costs per student year) of public higher
education are six-to-seven times higher in sub-Saharan Africa than they are in
Asia and nine times higher than in Latin America (see Table 6.3). As a
multiple of the cost of a student in primary school, a plausible measure of
opportunity cost, the unit cost of publicly supported students in higher
education is abtut 60 times that of primary students (see Table 6.4), while the
same statistic for Asia and Latin America is between 10 and 15 times.

[Tables 6.3 and 6.4]

There are two parts to this problem of internal efficiency, both
reflecting fundamental performance shortfalls in African higher education.
First, wastage -- and thus cost per graduate -- is high. Data for seven
countries suggest that between one-third and two-thirds of the initial entrants
to tertiary education complete their studies behind schedule or not at all.
Thus, a sizeable portion of student places are occupied by repeaters and/or
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Table 6.3 Unit Costs of Public Education at the Various Levels as
Percentage of Per Capita GNP

Region/Country Group Primary Secondary Higher

Sub-Saharan Africa 15 62 800

Francophone 23 86 1,000
Anglophone 12 51 600

Asia

South East Asia and Pacific 11 20 118
South Asia 8 18 119

Latin America 9 26 88

All developing countries 14 41 370

Advanced countries 22 24 49

Sourest Annex Tables A.17-A.19 and (Mingat and Psacharopoulos,
1985].
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Table 6.4 Public Ependiture per Student in Tertiary Education as
Multiple of Public Espenditure per Student at lower levels

Tertlary as multiple of priury Tertiary as multiple of secondary

1970 1975 1980 1983 1970 1975 1980 1983

Low-incas econsoles 68 57 61 80 12 12 18 14
MIddle-lnombeconuies 55 50 43 50 7 10 10 7

Franolftm cozItrles 40 55 44 81 9 12 18 13
Mgliptne cantries 79 88 50 52 11 11 11 12

U-Salaran Africa 55 55 50 59 11 12 14 13

Note: All flgweu are sedias. Bed on Ansne Tables A.17-A.19.
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future dropouts, with the result that many more years of student services are
required to produce each graduate than the length of the cycle would optimally
riquire. Among the factors contributing to student repetition and dropout are:
irsufficiently developed selection mechanisms for students aspiring to enter
higher education (in some countries it remains the case that all who graduate
from secondary education are assured a place in higher education); the dearth
of non-salary quality-enhancing inputs (noted earlier) which makes learning
difficult, unstimulating, and unrewarding; and the absence of sanctions for
poor performance of students and teachers, so there is no incentive to strive
hard for results.

Second, resource costs per student-year of higher education services
provided are needlessly inflated. Although not uniformly present in every
country, several factors typically contribute to the unnecessarily high costs
of tertiary institutions borne by the education budget of African nations.

Within a sample of 50 African universities at the end of the 1970s,
12 had enrollments under 1,000 students, while only 13 had enrollments over
5,000 (and several of thase had students dispersed over more than one campus).
This proliferation of small institutions precludes exploitation of the well
documented economies of scale in higher education provision (and, in addition,
means foregoing the academic advantages of critical mass concentrations of
highly specialized staff). Explicit understandings on an appropriate division
of 3-'bors -- in large countries internally among the tert!ary institutions, and
in 6sfall countries across international boundaries -- could greatly reduce this
cause of high costs.

In many countries, universities were eitablished initially as
self-contained communities on vast tracts of land outside major urban areas,
involving heavily subsidized provision to all staff members of housing,
standard municipal services, and even welfare and social services (clinics,
schools, clubs). The huge sunk costs of this infrastructure prohibit starting
afresh, and the ongoing costs of this legacy must somehow be met. With few
exceptions, the public budget picks up the tab.

Judging from the approved personnel establishments, the tatio of
students to academic staff is 13:1 in a sample of Francophone African
universities and about 7:1 in Anglophone Africa, where it ranges from 3:1 on
the low side to 12:1. By way of comparison, the ratio of students to academic
staff in British and French universities, in some sense the models for their
counterparts in former colonial possessions, is 13:1 and 25:1, respectively.
In some countries, where erosion of salaries and deterioration of working
conditions have resulted in an exodus of the most highly qualified academics
from the universities, the actual ratio of students to (in place) acsdemic
staff may be somewhat above the median. Still, staffing provision is generous
by comparison with developed countries where the student-staff ratio is more
typically twice that in Africa. One reason for this is the propensity to offer
a very wide range of programs and courses in each institution, resulting in
wasteful duplication. Course enrollment of 15 students is not unmsual. This
problem, too, could be alleviated in the large countries by cooperation among
institutions and in the small countries by international cooperation.
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African universities also usually employ large numbers of non-
academic staff, especially to operate municipal and student welfare services
and to care for the campus. For example, in 1980-81, Nigerian universities
employed 52 thousand staff for a student population of 77 thousand. In a
British university reasonably analogous to the three Ghanaian universities
together in size, age, and location on the periphery of a large city, there are
over six students for each member of the non-teaching staff and the ratio of
non-teaching to teaching staff is 1-to-6. Illustrative of the general nature
if not necessarily the exact quantitative dimensions of the wider problem in
Africa, non-teaching staff in the three universities in Ghana outnumber
students and the ratio of non-teaching to teaching staff is 14-to-1. Most of
the difference is in service areas. Guards, ground crew, and maintenance
personnel totalled 902 in one of the Ghanaian universities and 166 in the
British university.

Of 24 African countries for which recent data are available, none has
a general policy of charging tuition fees which are not covered by a government
subsidy in some form. The essentially universal policy of charging no fees for
higher education means iPso facto that the publicly borne unit costs are higher
than they would be if a significant part of the burden were borne by students
and their families. But the no-fee policy contributes indirectly to high unit
costs as well, since students and their parents have no incentive to contain
costs. If instead of fee-free higher education, students and their parents had
to shoulder a significant proportion of the total cost, pressure would surely
develop to contain unessential expenditure and, in general, to increase
efficiency.

In a similar vein, the longstanding practice of providing either free
room and board on campus or an allowance to all students, thereby shifting to
the public "educational' budget the considerable sums required to cover living
expenses of students, greatly inflates publicly borne unit costs of higher
education in Africa. While several countries have begun to phase out support
for living costs of students, fellowships to students still constitute half the
public expenditures in higher education in a number of African countries. The
scope for reducing such public expenditures is particularly broad in many
Francophone countries.

Finally, unit costs are inflated by the failure to make maximum use
of expensive teaching personnel and physical facilities, which is manifest in
light teaching loads, in limitation of class and laboratory hours to a
restricted portion of the day, and in letting the entire plant and staff lie
idle at least 20 weeks per year. The scope for evening and vacation students
to get access to universities has almost nowhere been exploited, the University
of Zambia being an important exception. With universities effectively closed
to all but the fortunate few full-time students, there is a substantial
population of students taking courses at their own expense overseas.

(d) Inequitable and inefficient finance

Unlike the situation in some other parts of the world, tertiary
education in sub-Saharan Africa is overwhelmingly public in ownership and
operational control. Private institutions of higher education are often
explicitly proscribed in fundamental legislation and administrative regulation.
While it need not necessarily be the case, public ownership and control of
higher education in Africa has meant for all practical purposes that tertiary
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education --including the living costs of its students, which are not properly
an education expense -- is entirely financed by the public budget. With few
exceptions, students, their families, and their future employers are spared any
contribution to the costs of higher education beyond the general incidence of
the tax system and the income foregone while studying. The extent to which the
private return to higher education exceeds the social return is a useful index
of public subsidization of education, since most of the difference between the
two is due to including the state's contribution to costs in the social rate
calculations and excluding them in the private rate calculation. The available
evidence suggests that in Africa private returns to higher education are,
conservatively, 150% greater than social returns, a multiple more than 3 times
higher than in Latin America or in developed countries generally and more than
15 times higher than in Asia.

There are two undesirable consequences of this insulation of the
beneficiaries of higher education from its heavy costs. Income inequalities
are increased through the sharply regressive impact of higher education
expenditures; the system assures that the rich get richer and the poor get
poorer. And perhaps more important, within the education sector as a whole, and
within higher education as a subsector, resources are allocated inefficiently.

6.3 A program for structural adjustment of African higher education

If the above overall diagnosis of weaknesses in higher education in
sub-Saharan Africa were to be confirmed through careful analysis of the
situation at the individual country level, the four objectives to be sought for
the short-term through reformed policies would be clear enough: (a) improve
quality; (b) increase efficiency; (c) constrain output, especially in those
fields that do not directly support economic development; and (d) relieve the
burden on public sources of financing by increasing the participation of
beneficiaries and their families. But quality enhancement as the first
objective will cost money. Thus, implementation of policies to achieve the
last three objectives will, essentially everywhere in sub-Saharan Africa, be a
prerequisite for freeing the resources needed to achieve the first. The four
objectives would, of course, be pursued with differing mixes of policies, as
appropriate to particular country circumstances. The sequence of policy
implementation would also depend upon the needs of each country; gradual
phasing in of new policies, in stages over some years, would have to be the
rule not the exception.

(a) Improved quality

A quantum increase in the quality of tertiary teaching and research
is the first objective. Long-term development goals cannot be wet without it.
However, quality improvement is unavoidably expensive. So, given the
requirements of other parts of the education system and the environment of
constrained public resources, no advance here is possible without significant
progress towards the other three resource conservation objectives.

Quality improvement could be achieved through a variety of measures.
Most immediately necessary is establishment and gradual implementation of
standards of provision for the full range of vital non-salary inputs to
teaching and research. Supply to the libraries of multiple copies of basic
textbooks as well as supplementary books and periodicals is the highest
priority, closely followed by supply to laboratories and workshops of
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consumables and equipment maintenance and repair. Resuscitation of lo-ng-term
efforts to upgrade the academic qualifications of staff is also essential.
Formal postgraduate training in masters and doctoral programs, for the time
being mostly outside of Africa, is an essential part of this. But the need
extends much further, to postdoctoral fellowships, faculty exchanges,
collaborative research, and other professional links with foreign universities
whereunder African academics are exposed to new developments in research and
curriculum in their fields. Twinning arrangements, between a department in an
African university and the same department in one or more foreign universities,
are an especially attractive device for staff development at these
sophisticated levels, and can profitably also involve service of foreign
university staff in African institutions. For maximum productivity, such
arrangements need to be sustained over many years.

Quality in tertiary education is also enhanced by rigorous testing
programs administered independently of the universities and involving external
examiners. This is an essential ingredient in setting standards of performance
to which individuals and institutions can respond. Independent performance
measurement also creates an ambient in which highly efficient independent study
programs can develop.

Finally, in the longer term, quality improvements will be realized
and sustained through the establishment of centers -- and, in some cases, of
multi-institutional programs -- of excellence for postgraduate education and
research in which critical mass concentrations of staff and resources can be
achieved. In this regard, participants at the Mbabane and Harare conferences
on higher education have voiced their support for an appraisal of the advanced
teaching and research capabilities and capacities of African universities, as a
first step toward identifying potential sites for research and postgraduate
teaching in priority areas. By establishing such specialized, high quality
institutions and programs, African govcrnments would provide able African
students with an attractive alternative to (more costly) foreign study, create
incentives for university researchers to pursue their work on the continent,
and in so doing address two aspocts of the serious problem of "brain drain."

(b) Increased efficiency

Reduction in unit costs (per student year of educational services
provided) is the second challenge. This would be achieved within existing
institutions through such measures as: establishment and gradual phasing in of
higher numbers of pupils for each member of academic staff; minimum standards
for class or course size; reduced numbers of nonacademic support staff for each
academic staff member (perhaps in part through using student labor in some
campus Jobs); increasing hours per week and weeks per year that academic staff
and physical facilities are utilized; expanded access for part-time, fee-paying
students; introduction of self-study methods (e.g., radio and correspondence)
to teach low-enrollment courses; gradually assigning the full cost for housing,
food, and other welfare services provided to staff and students to non-public
sources; where feasible within countries -- and prospectively even among
countries -- rationalization of programs and faculties, and consolidation of
institutions, so that diseconomies of small scale are mitigated. No country is
likely to be able to implement all of these measures, but all can potentially
reduce unit costs of tertiary education by developing a coherent policy package
from careful selection of a few. The potential role of international
collaboration should obviously be pursued as well.
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In addition to reducing unit costs within existing institutions, more
widespread utilization of extramural degree programs has demor.strated the
capacity for reducing per student costs to a fraction of the levels typically
found in on-campus programs. Extramural degree programs rely on books,
correspondence materials, occasionally radio (or audio-cassettes), occasional
on-campus meetings, and most lmportantly, student time. Essential to the
success of such programs is the existence of an independent examination or
accreditation system (further discussed below) to measure and certify quality.
Greater reliance on extramural degree programs frees governments from providing
boarding facilities and covering the cost of transport, allows fuller use of
existing classroom and laboratory facilities, and allows students to work while
studying. Avoiding large concentrations of full time students, typically in
capital cities, may in some instances entail the further virtue of lowering the
potential for political turbulence.

(c) Constrained output

Reduction in the annual number of (publicly supported) tertiary
education graduates in some fields together with deceleration in the growth of
graduates in most others is the second challenge to be addressed. There will
of course be exceptions to this general prescription by country and field, the
clearest of which may be in teacher training and graduate education programs in
the sciences, engineering and social sciences where outputs may need
selectively to be increased. This quantitative output objective could be
achieved through a more than proportionate reduction of intake to (publicly
supported institutions of) tertiary education. Limitation of the intake to
tertiary institutions could be accomplished by a mix of such measures as
tightening up of selection criteria (instigation of stiff entrance
examinations), establishing a system of differential availability of
scholarships, or even outright imposition of quotas, by region and field; and
initiating cost sharing more aggressively in the disciplines with highest
graduate unemployment. Smaller entry cohorts composed of students of higher
quality would help to decrease wastage during the tertiary cycle and reduce
cost per graduate. Congestion of physical facilities, now a problem in some
countries, would also be relieved. In addition to limiting the intake to
tertiary institutions, the numbers of graduates can be further reduced, their
overall quality increased, and important resources freed for investment in
quality-enhancing inputs for those who remain, by conditioning the continuation
of scholarships on fully satisfactory academic performance. Failure in a
course could entail a "repetition feel and failure in too many courses could
result in denial of the privilege to return the following year under any
circumstances.

In pursuing this objective, policymakers should realize that in
individual tertiary institutions that have yet to expand to the threshold of
diminishing average cost, restriction of output would imply higher unit costs.
In such situations, consolidation of small institutions into larger ones should
be aggressively explored as a way of constraining output without sacrificing
the unit cost advantages of large institutions. The potential payoff to
international cooperation in consolidating tertiary education is high.
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Of course, in purely economic terms, recourse to such direct measures
to control the number of graduates should not be necessary. If markets
generally, and the higher education market in particular, functioned properly
-- i.e., if prices (especially wages for labor) were unregulated, if
information was comprehensive and readily available, and if entry and exit of
firms (including higher education institutions) to the market were
uncomplicated and expeditious -- supply and demand for higher education
graduates would equate themselves nicely without public intervention. As
structural adjustment of African economies is achieved and liberalization is
institutionalized, markets will work better and the need to rely on public
intervention to control enrollments in higher education will diminish. For the
moment, however, the necessary conditions do not obtain. In their absence, and
despite the imperfect wisdom of the authorities in designating the fields for
expansion (or contraction) and in implementing appropriate measures (or
incentives), public intervention is justifiable. During a potentially lengthy
and painful transition to a more market-oriented system of higher education,
direct action may offer the only practical short-term possibility to limit
outputs of the system.

(d) Expanded cost-sharing on the part of beneficiaries

Recovery of some greater portion of the real costs of providing
tertiary education is the fourth imperative. This would be achieved through
such measures as: allowing the establishment of privately owned and financed
institutions of higher education operating under state-set quality standards;
introducing fees in public establishments, initially for non-instructional
services like food and lodging and then for instructional tuition; imposing
national service obligations -- e.g., to teach school, staff distance education
centers. participate in adult literacy campaigns -- prior to, during, and/or
after enrollment in higher education; promoting an educational credit market;
imposing a special tax on earnings of tertiary level graduates during a
transition period to implementation of effective graduated income tax systems.

Expansion of cost-sharing to include the beneficiaries of tertiary
education and their families does not mean that governments should lessen their
financial support to the subsector. Rather, promotion of broader financial
participation should be seen as one way in which governments can help ensure
the increase in financial flows to higher education which are necessary for its
revitalization and ultimate expansion.

(e) Feasibility

Such a program of structural adjustment of higher education in Africa
will not be easy to design or implement. First, fixing upon the educationally
and economically correct mix, and then the sequence and phasing in, of measures
in light of specific country circumstances requires analytical and planning
capabilities which are nowhere plentiful, in some countries exceedingly scarce,
and everywhere untested on a task of this complexity.

Second, political considerations will inevitably limit the
feasibility of some desirable elements and sequences of measures, many of which
will in the short term be perceived as threats to deeply ingrained interests of
powerful groups in society (civil servants, professors, and students).
Determined and very high level leadership will be needed to overcome
resistance.
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Third, actual implementation will demand a level of managerial
competence that is uncommon. The program will have to incorporate actions to
support management, especially through developing capabilities to monitor and
evaluate the impact of new policies and to adjust and fine tune their
implementation.

Fourth, very little can be expected to happen quickly, for
institutional change of the magnitude required is always excruciatingly slow.
Great persistence will be required.

rinally, and perhaps most importantly, a fundamental dilemma must be
overcome. Rapidly applied, highly visible, and quick-yielding measures to
reverse the precipitate decline in quality of African higher education and to
assure its long-term upgrading are likely a necessary (although not sufficient)
condition for acquiring societal acceptance of the painful measures that will
have to be taken to achieve the three resource conservation objectives. But it
is only after those measures have been put in place and taken effect that
resources will be available for sustained maintenance and improvement of
quality. Donors could address ways to resolve this dilemma of transition as a
first step in restructuring international collaboration on higher education in
Africa.

* * *

Academics, university administrators, public sector managers and even
students share an acute recognition of the intolerable situation of African
higher education. In most countries, measures to increase efficiency,
constrain output, and diversify finance are already under consideration and, in
some places, beginning to be implemented. As such measures take hold, the
possibilities for introducing urgently needed quality enhancement will grow. In
summary:

Recommendation 4. Recent deterioration seriously threatens the
ability of most of Africa's institutions of higher education to make their
several, absolutely vital contributions to the region's development. The
quality of these institutions must first be restored and then further enhanced
in order for the region to extract maximum advantage, for its own purposes,
from the accelerAting worldwide advance of science and technology. In most
countries, however, a period of adjustment to changed economic circumstances is
a short-term prerequisite for improving higher education. Some tertiary
institutions, individual campuses, academic departments, and teaching programs
need to be amalgamated into larger units of economically viable size. Personnel
reductions, especially of non-teaching staff, are indicated in some countries
but should be sought in such a way as to increase the average level of relevant
training and experience of those who remain, particularly those in academic
positions. The number of students at most institutions needs to be stabilized,
through tighter admission and pJrZormance standards, and through the
elimination of living allowances and free room and board; the adverse equity
Impact of this final measure can be mitigated by the provision of scholarships
based on need. Such consolidation in higher education will permit
reestablishment of an economically and pedagogically viable base of requisite
quality from which to bolster future expansion of graduates, research, and
community service.
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Chapter 7. USING RESOURCES WELL: THE MANDATE FOR EDUCATIONAL MANAGERS

Although enrollment stagnation and low quality can ultimately be
traced to demographic and economic adversity, they are exacerbated (and their
resolution hampered) by inefficient use of available resources. Reflecting
this inefficiency are widespread underutilization of facilities, high levels of
absenteeism of teachers and students, and a general lack of order and
discipline in the operation of educational systems. Administrative and
logistical infrastructures originally created for systems of quite limited size
are incapable of coping with the vastly expanded structures of today. This
constrains the ability of governments to plan, implement, and monitor policy
changes that would address the obstacles to improved educational quality and
coverage. While appropriate policy changes are necessary to improve education
in sub-Saharan Africa, they alone will not suffice. They must be coupled with
strengthened management, initially of the capacity to deliver traditional
educational services, if the benefits of change and innovation are to be
realized.

Despite more than two decades of investment in education, management
capacity remains strained and insufficiently developed. This has been due to a
combination of reasons: relatively low investments in this area; fragmentation
in efforts of governments and donor agencies that inhibits sustained
institutional development; multiple and sometimes conflicting donor policies
and procedures, which often consume a disproportionate share of management time
and attention; and difficulties in adapting modern forms of organization to the
values and patterns of allegiance characteristic of many African cultures.
Central, therefore, to the mandate of educational managers will be the
strengthening of their own capacity to use available resources well.

The discussion that follows is concerned with three levels of
management. At the bottom is school-level management; in recent years
educational policy analysts have developed a strong concensus around th9 key
importance of the school-level manager -- the principal or headteacher-/ -- and
the community environment in which he or she operates. Linking the headteacher
with the policymaker is a structure for policy implementation, which involves
incentives and local politics, budgetary choice and project development,
teacher training and teacher supervision. At the top is management of policy
development for the national system.

Shaping managerial performance at each of these three levels are four
main factors: (i) the management and organizational structure itself; (ii) the
student testing, general statistical, and accounting systems that provide
information to managers; (iii) the analytical capacity that generates and
evaluates options for managers at all levels, but particularly for managers at
the policy level; and, (iv) the quality and training of managerial staff.
These four factors are subject to direct improvement: the policy levers for
enhancing managerial capacity thus lie in these domains. The remainder of this
chapter discusses the importance of each of these four factors and what is now
known about potential for their improvement.
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7.1 Improving organizational structure

Organizational structures establish predictable relationships between
people and tasks, and thus channel the processes of getting things done. They
are intimately connected with the distribution of power and authority, and they
have considerable impact on decision-making and resource allocation. The need
for structures appropriate to the management of African education is acute.
Although the issues and their resolution are complex and inter-related, three
areas of policy concern stand out: school management, decentralization, and
structural simplification.

(a) School management

School management is a crucial component of effective teaching and
learning. Effective schools display common characteristics. First, they
display an orderly environment. Teachers and students attend regularly,
records are kept, and buildings and grounds are clean and adequ-tely
maintained. Second, they emphasize academic achievement. Progress is made
against the curriculum, available materials are used, tests are given and
results used by teachers and students. Third, teachers and principals expect
students to perform at high levels of achievement. Teachers provide students
with regular performance feedback and remedial assistance. Students come to
believe that work and effort are more important than luck in helping them to
get ahead. Fourth, headteachers pursue an activist policy for effectiveness.
They have high performance expectations for staff and students. They take an
interest in classroom activity and are able to provide professional advice to
teachers, They take initiative in acquiring resources for the school. They
interact effectively with higher level authorities and with the community.

The structure of education organizations can help support effective
school management by granting to schools the authority to generate and,
importantly, to use local resources. Schools that are able to invest locally
generated resources in school improvement are able to show parents a return on
their financial sacrifice and, thereby, to assure continued parental support.
School supervision provides technical and administrative assistance for these
activities. The role of headteachers can be broadened to include these tasks,
as well as an expanded responsibility for the quality of classroom instruction.
Where the small size of the school precludes the appointment of an adequately
qualified headteacher, a first-line supervisor might be given these managerial
responsibilities and become, in effect, the ambulant headteacher for a number
of schools. Alternatively, a headteacher might be designated and either
released part-time from classroom responsibilities or provided additional
remuneration as compensation for school management activities.

The successful implementation of a school improvement policy will
demand the establishment of strong and permanent structures for school support
and supervision. These should be designed to allow for regular supervision of
schools, permanently available opportunities for in-service teacher training,
and frequent upgrading programs for first-line supervisors designed in
conjunction with national policy and research institutions.
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(b) Decentralization of policy implementation

With some notable exceptions, e.g., Nigeria, a pattern of highly
centralized education systems has emerged in most of sub-Saharan Africa, and
this tendency has become more pronounced, if anything, in the years since
independence. The rapid expansion of schools, combined with the increased
importance of central funding and expenditure control, has led to an
increasingly centralized system of education management. Resources are
controlled at the center, and lower level managers typically elevate all
decisions to higher levels. Centralization in education is not, in and of
itself, necessarily something to be avoided, and indeed, a convincing case is
often made for it, especially in newly independent countries where a strong
sense of nationhood has not yet been developed. Also, a centralized system of
education may be shown to be more efficient for some purposes than a very
decentralized one, to the extent that it results in less duplication of effort.

Within the African context, however, there are good reasons for
believing that education systems could be made more efficient if certain
functions and responsibilities were devolved away from central ministries of
education and manpower develupment. The reasons favoring greater
decentralization have to do with particular characteristics that typify most
African countries: large geographic distances between individual schools and
the center; great ethnic and linguistic diversity between communities; and
relatively poorly developed systems of communications -- inferior
transportation (the absence of all-weather roads, of functioning vehicles, and
an inadequate central government budget to keep the vehicles on the road); an
incomplete and frequently nonworking telephone system; slow and unreliable
postal services. Under such conditions, resource and information flows that
are supposed to occur between the central ministry and individual institutions
frequently do not occur, and an increased reliance on local initiative might
obviate the need for such flows and alleviate the consequences of their not
occurring.

Decentralization is a policy that can be pursued in two different
ways. The first and more obvious kind of decentralization involves changing
the structure of authority and responsibility in the public education ministry
or ministry that deals with training so as to increase the autonomy of units at
lower levels. As implied above, rigid centralization in Africa has tended to
block information and decision flows and alienate schools from their local
environments, limiting their ability to respond to local needs and resource
opportunities. Decentralization can, in this context, contribute significantly
to better school management by supporting school autonomy, increasing the
responsiveness of the school to the local community -- and of the community to
the school.

Second, governments can achieve decentralization by relaxing
restrictions on the activities of private schools and training institutions.
These include schools and institutions run by church groups and other voluntary
organizations as well as many types of non-formal fee-paying education and
training schemes operated by private concerns. This policy expands the range
of educational services, and it shifts more of the costs of education to the
beneficiaries. Government subsidies to such institutions, perhaps through
need-based scholarships to attendees, can help assure equity and quality at
relatively low unit costs. The efficiency of such schools is determined
through the marketplace, as reflected in the willingness of students or their



- 118 -

parents to pay the price demanded for the services offered. Public investments
to support decentralizat:ion of this kind include the publication of examination
results and pass rates, the importance of which is further discussed later in
this chapter. The effectiveness of such schools can be 'managed' through
examinations, the setting of atandards, and inspectorate services. Such
mechanisms help to create and enforce standards, and to disseminate information
to the public on the status of individual institutions.

Decentralization through deregulation of private initiative is likely
to be most effective in countries where private institutions exist but fail to
flourish because of restrictive regulations. It will work better in places and
at levels of education where family income permits increased expenditure on
education. In short, it is likely to be more effective in urban areas and at
the secondary and post-secondary levels.

Planning for decentralization in a given education organization is a
complex task. The purpose of a given form of decentralization should be clear.
Decentralization is not an end in itself, but a means to more effective
administration of some specific activity or set of activities. Many things can
be decentralized, to different degrees and in different ways. Work, decisions,
responsibility, authority can all be assigned to various levels. In
bureaucratic decentralization, what to assign, when, and for what purposes are
all key issues. Units that are having difficulty carrying out current tasks
(schools, district offices) may find the decentralization of certain types of
authority helpful -- e.g., the authority to procure many items locally without
cumbersome central approval. On the other hand, mandating that schools must be
responsible for major new tasks (such as generating and allocating funds to
provide teacher salary supplements and school maintenance) is less likely to
succeed.

In sum, effective decentralization requires explicit attention to the
definition of the roles of units at various levels and to the establishment of
effective information flows between them. The successful management of
educational reform in Ethiopia (Box 7.1) illustrates careful delineation of
appropriate tasks to decentralize and others to maintain at the center. In
general, central ministries should retain policy, planning, and monitoring
functions. In most countries, curriculum policy and development, together with
materials production, will continue to be centralized, unless and until the
capacity for curriculum development is established at lower levels, and even
then if the purposes are to maintain national standards and accomplish
nation-building goals. Administrative support functions (such as payroll,
procurement, and school construction), teacher training and certification, and
statistical services may or may not be fully centralized, depending on the
degree to which public administration is generally (and effectively)
decentralized to states or provinces. Here the size of the country, the nature
of the political system, and the effectiveness of communications infrastructure
are determining factors, with the advantages of decentralization looming larger
with greater geographic dispersion, more pluralistic institutions, and weaker
linking infrastructure.

[Box 7.13
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Box 7.1 MANAGEMENT OF REFORM IN ETHIOPIA

Implemontation of educatlon reform In Ethlopla Illustrates an
organizatlonal development strategy affected both at the central and local
levels of the educatlonal system. The central level -- the Ministry of
Education and the Office of the President -- took responsibility for
establishing the overall framework for change. Subsequently, a number of
Important tasks were delegated effectively to the local level. It was this
combination of strong central control backed up by local Involvement and
Initlative that created the environment In which successfui implementation of
the reform program took place.

The goals of the reform were the expansion and Improvement of
education In rural areas through the construction of schools and the
implementation of a completely revised curriculum. A series of education
projects, begun In 1966 and backed up by a 1972 Education Sector Review, were
Implemented In support of a long-term strategy for meeting the country's
socio-economic needs. The institutlonal capacity for educational planning,
project management, curriculum design, and developing and distributing
educational materials was gradually developed over a ten-year period. These
system resources served as the foundation for further reform.

With the arrival of the now government In 1974, officlal coimitment
to the reform of Ethiopia's education system was strengthened. In the context
of fundamental changes In the soclal, economic, and political development of
the country, the government viewed educatlon as a vehicle for social change
and made educational development a high priority. Implementatlon of the
reform at the central level relled on three well-established institutions:
the Ethiopian Building Construction Authority, which was responsible for the
physical Implementation of three eariler projects supported by the World Bank
and the efficient lmplementation of this one; the National Curriculum
Development Center (NCDC), which was well-equipped from prlor experience to
handle the testing and finalization of the curriculum materials under the
proJect; and the Educational Materials Production and Dlstrlbution Agency.

Although the reform was carefully directed by the central
government, Implementation was highly decentralized. At the local level a
capacity for teacher training, support, and supervision was estabilshed
through the Awraja (district) Pedagogical Centers, which provided a permanent
base for these activities. The management strategy also provided for the
Incorporation of local Input. Considerable effort was made to Include
technical feedback from administrators and teachers on the new curriculum and
materials, which proved to be keys to the project's success. Curriculum and
textbooks were tested In 70 experimental schools prior to adoptlon
nationwide. Teachers and administrators provided feedback to NCDC staff, who
then carried out a sumiative evaluatlon. Mor¢'1over, community support and
participatlon played an Important part In project Implementatlon. Student
commitment was fostered by out-of-school community work that taught
additional practical skills and gave students a chance to apply what they had
learned In the classroom. This work was performed under the supervision of
Peasant Associatlons, School Managemnt Committees, and local-level polltIcal
units known as Keboles.
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Schools are responsible for the quality of instruction, and
hcadteachers play a key role in meeting that responsibility. The headteacher
should, within the framework of careful role definition for various levels of
the system, be granted the authority necessary to achieve quality in the
individual school. The headteacher should have a genuine voice, if not the
final say, in all of the following: appointment, disciplining, and dismissal
of teachers; adaptation of curriculum and classroom schedules to meet local
circumstances; establishment of effective relationships with community
organizations; generation of local resources; and importantly, use of locally
generated revenues within centrally provided guidelines and a system of
accountability.

The functions of intermediate levels of administration are also
crucial to effective decentralization. Supervision of schools should be
expanded to include technical advice and training support for new functions in
schools, such as resource generation, and not be seen narrowly as visits from
the center to collect statistics. To the extent that non-formal and private
education expand under ministry aegis, supervision systems must expand to cover
new types of institutions and tasks. The linking function, of moving
information both ways between schools and higher authorities, increases in
importance. For vocational and technical education, staff should be
responsible for establishing and strengthening linkages between schools and
employers. This also is a specialized role for which centrally provided
training and resource support may be needed.

(c) Structural simplification for policy development

Structural simplification can support decentralization and school
mfanagement if specific measures are taken as part of ai broad strategy for
structural reform. As certain administrative functions are delegated to lower
levels, central ministry functions may be simplified. It becomes possible for
central ministries to devote greater attention to their principle functions,
which are those of broad policy planning; design of policy implementation
strategies; monitoring the consequences of policy implementation through
observation, testing and evaluation; and adapting policy in the light of its
evaluated impact. Delegation of power to appoint and dismirs teachers to
school-level or intermediate-level officials greatly simplifies the personnel
management responsibilities of the central ministry. Gathering of statistical
data is a second case in point: as the capability to gather and aggregate data
is decentralized, the tasks of the central unit are simplified and reoriented
toward quality control, analysis, and dissemination.

In support of this more focused role of central government, two sorts
of structural simplification will often be in order. First, those countries
with more than one ministry dealing with education (or ministry-level entities
such as Ethiopia's Higher Education Commission), and certainly those few
African countries with three or more such ministries, will wish to consider
structural simplification through consolidation into a single ministry. This
will encourage a broader perspective in the development of education policy.

The second sort of structural simplification will be development of an
entity responsible for maintaining a system-wide view of training within the
economy. It would track how training activities relate to educational
activities and how they relate to employers, and it would develop appropriate
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policies toward training. While such a training policy unit might be housed in
a ministry of education (or an expanded ministry of education and labor), it
might also be located in a national planning ministry. In either case its work
would both facilitate and be facilitated by consolidation and streamlining of
the ministry of education.

7.2 Improving information: testing, statistical, and accounting systems

Each management level -- from the policy formulation level to that of
the school -- requires information for its own use and as a commodity that it
provides to the larger social system. Broadly speaking there are two main
types of information with which the education sector needs to be concerned. The
first is achievement test information on the quality of student performance;
the second is descriptive data concerning the numbers and types of
institutions, personnel and students in the system, their geographical
distribution, and the financial flows that affect them. These data are used at
all levels for planning and resource allocation; they are a necessary input
into the analytical function to be discussed in Section 7.3; and test data play
a key role in certification and selection of individual students.

(a) Educational testing

There is a long history of educational testing in Africa, beginning,
in the colonial era, with extensive use of examinations administered from
Europe. After independence, such multinational groupings as the East and West
African Examinations Councils played critical roles in helping develop a cadre
of experienced African testing professionals and psychometricians. External
examinations (i.e., examinations external to the individual school) play
important roles today in a significant number of African countries.

The role of external examinations should be fourfold:

o Firdt, if properly designed, examinations provide performance
measurement of the system as a whole and of individual districts and
schools; this can allow tracking of performance over time,
international and inter-regional comparisons of performance, and
school-level accountability for performance. This accountability
function is best served by making public appropriate aggregations of
scores in a timely way. These performance measures can also be used
as an input to the system's analytic efforts -- allowing, for
example, for careful evaluation of new projects or reform efforts.

O Second, well-designed examinations play a curriculum improvement
role. They encourage classroom level teaching (and learning) of the
designated curricula, since teachers teach to (and students study
for) the tests, however they are designed; if the tests are
well-designed, teachers teach (and students learn) what they are
supposed to. Both this function and the performance measurement
function are central to improving educational quality.

O Third, examinations allow objective selection of students into the
next cycle of education or into appropriate training opportunities.
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o Fourth, external examinations allow objective certification of
student completion of an educational cycle; such a certification
procedure is essential to the widespread implementation of
independent study programs that were identified in Chapter 5 as
highly cost-effective.

The performance measurement function can be well performed by testing
only samples of students at selected times. To a lesser extent, this may be
true of the curriculum enhancement function as well. Student selection and
certification, on the other hand, will usually require testing all students at
appropriate points in their progression through school; different tests may be
desirable, however, for the selection function than those used for
certification. Most external examining performed in Africa today, with the
important exception of Kenya, emphasizes selection, and although this provides
a base upon which to build, further development of education testing systems
should ensure that testing sarves all of its important functions.

To do this successfully, and particularly to serve the curriculum
improvement role, examim tions must cover the full range of cognitive
competencies specified to be covered in the curriculum. These include, in
addition to those competencies intended for the minority of pupils who proceed
to the next level, all those needed by the majority of pupils who do not. If
the examinations fail to test for these latter competencies, the schools have
little or no incentive to teach them, nor students to study for them. This
results in primary education being treated narrowly as a preparation for
secondary education, and not as a provider of worthwhile terminal skills.

Recent experience in Kenya shows that it is possible to shift from an
examination system that merely screens pupils to one that stresses the full
range of skills deemed appropriate for primary school pupils to be taught (see
Box 7.2). Experience there also shows that examinations can be used as an
important tool for monitoring and, ultimately, through constructive feed-back
mechanisms including newsletters and regular supervision, attenuating
differences in achievement between schools and districts.

[Box 7.2]

(b) Statistical and accounting systems

Investments in testing should be accompanied by the creation of strong
monitoring and information systems that provide limited but strategically
useful information on schools, classrooms, teachers, students, materials, and
finances to managers at all levels. These systems should emphasize simplicity
and practicality of data gathering and use, and they should be based on careful
analysis of information needs at different levels. They should be integral
parts of the organizational structure, and the tasks inherent in their
operation built into position descriptions and supported with training. In
many countries the management of these functions should be closely tied to the
education policy and planning unit.

The education information systems should operate in two directions:
information should flow both up and down the administrative hierarchy. The
relevance of statistics for improving the quality of education at the classroom
level must be made clear to school-level personnel, responsible for collecting
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Box 7.2 EXAMINATION REFORM IN KENYA

To be admitted Into formal, government-funded secondary educatlon,
secondary technical schools, and some training schools, Kenyan students are
required to pass the Certificate of Prlmary Education (CPE) examination. The
test consists of several parts, Includlng: mathematics; English; and a
general sectlon that Includes history, geography and sclence (nature study,
agriculture and health). During the 1970s efforts to reform the CPE grew out
of concern that the test had llmited relevance for those students who would
not go on to secondary educatlon, and that It rewarded memorization rather
than reasoning abilIty. Critics charged that the CPE thus discouraged
educational Improvement through curriculum reform and more Imaginative
teaching methods.

In response to these problems and to the demand for equal access to
secondary education, the government Introduced a new exam system. It has
attempted to make examination questions more relevant to the life experlences
of Kenyan students and to test for thinking ability. In addition, the new
system disseminates examinatlon performance data to schools to help them
prepare pupils to meet the new Intellectual demands being made of them.
Guidance Informatlon Is provided through the use of a newsletter, distrlbuted
annually to all schools, field officers, professlonal educators, the
teachers' union and the press. Its purpose is to explain the changes being
made In the exam, Identify key topics and skills that have caused candidates
particular difficulty, and suggest ways In which teachers might help students
Improve their performance. Related changes are gradually being Incorporated
Into textbooks and teaching materials as well. Further, district and school
merit order lists are publicized, making CPE peformance an important public
Issue.

Thus the new examination gives teachers an Incentive to develop In
their pupils relevant skills and knowledge, thereby Improving the quality of
basic education. The new CPE Is Intended to promote the development of a set
of competencies that will be useful both to those enterlng secondary school
as well as to those for whom baslc education Is terminal. In particular, the
no.; system Is designed to provide encouragement and assistance to the less
suecessful schools In an effort to reduce quallty differences among schools
and geographical areas. And by basing questions on material relevant to the
experlence of most students and testing for reasoning ability, the new exam
Is also Intended to be fairer to underprIvileged groups.



- 124 -

the raw information and entering it into the statistical pipeline.
School-level personnel should be the beneficiaries of timely analysis of data
for their units and of information about the larger educational system.

Testing and monitoring systems may require significant investments in
facilities, equipment, and staffing. These investments must address current
problems of data reliability and timeliness. Now that the capacity to analyze
data is, with the recent development of microchip technology, no longer, even
in very poor societies, a major constraint, the collection of information on a
timely basis assumes relatively even greater importance than in the past.

7.3 Strengthening analytic capacity

Analysis and planning are central to efficient resource allocation
and, therefore, to the achievement of quality education under conditions of
austerity. Educational leaders must increasingly be able to assess the
performance of their systems and gauge the effects of their policies. This
takes high-order analytical skills organized in strong, well-staffed central
policy and planning offices. (In some larger countries, some of these
functions may be decentralized to states or districts.)

The work of the policy and planning staff must be well-integrated with
the policy-making process. In many countries the lack of staffing,
information, and resources has reduced such units to the status of statistics
offices, concerned primarily with meeting the information needs of donors.
Such units are not able to use infermation to generate a range of policy
options for review, or to monitor -- and thus learn from -- the implementation
of policy decisions.

Considerable effort, centered mostly around training, has been made to
develop planning offices and research capacity. The record, however, is not
encouraging. To attract and retain good planners, education organizations need
to provide adequate compensation and career opportunities. Planning must be
supported by effective information systems, as discussed above, and adequate
operational resources. The planning unit should have clear structural access
to the highest levels of the policy-making process, and not be located in a
temporary project management unit. In short, an effective analysis and
planning unit must be planned as an integral part of overall organizational
design. Ad hoc arrangements that train a few planners under project funding
and that fail to provide continuing infrastructure support will not work. Here
again improvement requires sustained (although not large) investment
accompanied by structural changes necessary to make the investment productive.
Providing training and incentives for enough planners, as well as the
information and resources necessary for their work, will cost money.

Another element of strengthening analytic capacity, and a crucially
important one, is that of developing the applied research base on which policy
analysis can rest. Three lines of research stand out as particularly
important. African education research institutions should, of course, play a
key role in helping to ensure that research is timely, relevant, and of high
quality. Since such institutions are only just beginning to appe&r in much of
Africa, investment to strengthen their capacity and willingness to conduct
research in these areas should be high on the agenda for action.
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First, more descriptive operations-related research is urgently needed
on the cost, finance, and running of education and training systems. How much
do differeut types and levels of education and training cost? How are they
financed? Who provides and who uses them? What materials are available to
students and who provides these? How much time do teachers and students
actually spend in school, and how do they spend that time? Are schools
orderly and disciplined? Simple though such questions are, answers are
frequently unknown; either quantitative or qualitative answers would clearly be
relevant to improving operations. A great deal can be learned from selective
improvements in routinely gathered performance and expenditure information
coupled with more intensive analytical use of these data. When these data are
combined with performance data from the examinations systems, vital questions
of cost-effectiveness can be addressed.

The second type of research involves use of survey methods to assess
the internal efficiency of education. The International Evaluation of
Achievement (IEA) program constitutes an important tool for analysis of
internal efficiency; its tests provide a discriminating instrument with which
to measure the quality of schools in terms of their success in raising
achievement in such core areas as mathematics and science. Levels, trends, and
determinants of academic performance can now be tracked on an (almost) routine
basis. Such objective feedback on performance is the key to accountability and
quality improvement in education. Wider and periodic application of IEA-type
instruments offers great potential for improved decisions on resource
allocation. Research here is dependent on strengthening of the testing system,
as discussed above.

A third relatively routinized line of research deals with external
efficiency, i.e., with assessment of the labor market performance of graduates
of different levels and types of education. The Living Standards Survey (LSS)
approach -- pioneered with World Bank assistance in Cote d'Ivoire and Peru --
provides an inattument for assessing performance on several dimensions (see Box
7.3). Plans are now being developed for 10 other African countries to begin
use of LSS techniques. LSS serves a very broad range of purposes, and it will
be important to ensure that its potential for illuminating educational policy
is in fact realized.

(Box 7.3]

7.4 Managerial staff development

Lack of skilled managers and low morale are fundamental constraints on
African education at all levels. Past efforts to address these constraints
have not been successful. Training has generally not been tied to clear
longer-term strategies for organizational development. As a result, training
has been general in nature and not well-linked with management development
needs. Training opportunities have principally been provided for higher level
staff (often trained abroad) and not focused on schools. And this training
has been conceived narrowly as a single input.

A broader policy approach to the development of management skills is
needed in most countries. Fundamentally, this will require the development of
strong management institutions, a relatively long-term solution. In the
short-term, governments should consider a number of immediate options. In view
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Box 7.3 LIVING STANDARDS SURVEYS (LSS)

WuIle national data that measure macro-economic growth werformance are available in most
countries, the quantitative basis to assess the distributlon of the frults of economic growth and the
share accruing to the poor Is much weaker In the majority of countries. In response, the World Bank
launched the Living Standards Measurement Study (LSS) In 1980. The goal was to set up a data system
that would allow the monitoring of the well-belng of households and Indilviduals In different
soclo-economic growPs of the society In the curse of development. Unilike standard household surveys,
fromwhich dataare typically avallable onlyyears after collectlon, the LSMS system was to produce
Information quickly and In a form readlly suitabie for analysis that could directly Inform economic and
social pollcies.

The three key features of a proper Living Standards Survey (LSS) are the coavrehensive coverage
of the mary dlmensIons of weIl-beIng, the sephasIs on qualIty control, 1nd speedy data processing.
Living Standards Surveys collect information on the demographic characteristics of housshold members,
their educatlonal achievement, health condition, migration history, use of time In the home and the
labor market, and earnings obtained as a result. The household's housing conditlon Is surveyed, as are
Its owwership of assets and enterprlses (and the earnings they generate), Its expenditures, borrowings,
and savings.

To be useful for policy, survey Information mUSt be current and of high quality. LSS qualIty
assurance tecnlmques Included extensive training and refresher pgrading of eruwators, a h10w than
ursal swWervisor-to-enusrator ratio, use of personal coAuters (PCs) In the field for contimuous data
etry and Instantaneous range and validity checks, and verificatlon of Identified errors and
inconsistencmis by the enmerator In a second data collection ro.ud. Experlence In the Cote d'lvoire
and Peru, vwere the LSS system has been tested on a natlonwide soale, has shon that tables can be
prodlued within 3-4 months after data collection. Analysis ;n the LSS system can thus take place In
parallel with data collectlon. As each new wave of data reaches headquarters, tables can qulkly be
xpdated.

The LSS generated data base is useful to study many aspects of edc.atlon. In addition to
ekicatlonal attainment, the education module covers self-reported lIteracy and rneracy, formal and
informal vocational and tectrical training, and the schoolIng of chiIdren eho have left the household.
All this ls useful to study the total returns of tts household's investment In education. For wurrently
enrolled students, inforeation is gathered on the type of school, distanc and tlme of travel to school,
out-of-pocket ,an scholarships. Opportunity costs can be derived from the epilyment data. This
permits a stuty of private returns to different types of education. The avallability of Information on
other aepeots of well-being can throw i ght on the lInks between educatln and pollcies In other areas
such as health, labor markets, and migration. Ho do graduates of different educational curricula fare
In obtaining obs? i eO better edicatlon Improve one's use of health faciIltles? AMd convrsely, does
better health leprove educatlonal attalnment? How do parental characterlstics and migration history
affect acoess to educatIon? 9hU1d fees be carged for schIool Ing? How mich can Poor peopIe afford to
pay for prilary schoolIng?
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of the difficulty of attracting highly qualified individuals to the education
service, priority should be given to developing and advancing talented persons
within the education sector. This will require that management development be
seen as a system-wide activity, one that builds from good school management
through intermediate levels towards the center. Training should be seen as one
of several inputs. The others include resources necessary to make staff
effective, incentives to hold them in the system, definition of career paths,
and systems for performance assessment. A teacher should enter service with a
clear idea of opportunities for advancement, and of the kinds of performance
and training that will be necessary to move ahead.

Management development in the central ministry should be done in
parallel with development at lower levels. Training across levels (for
example, of headteachers and district officers together) should be commonplace,
to strengthen role relationships and coordination.

Such efforts are heavily constrained by the lack of skilled managers
and management trainers. One policy option for consideration is enhancing the
incentive and career opportunity structures for highly skilled education staff
in order to attract talented nationals. Such a policy is difficult to
implement, of course, for a single sector and is more likely to succeed when
applied across sectors with careful controls. Governments and donors alike
might well review current practice and funding for expatriate assistance to see
if ways can be found to divert resources from expatriate technical assistance,
with its very high unit costs, towards such a policy.

Reliance on expatriate assistance, however, is likely to continue in
many countries over the short term. Experience has demonstrated some measures
that can be taken to ensure that such assistance is effectively used. First,
expatriate assistance should be incorporated within a longer-term plan for
development of human resources in the sector (as is currently the practice in a
number of African countries). Such planning can give the government and its
officials a clear sense of control over the use of high-cost expatriates and of
the phases through which their roles will be assumed by national staff.

Second, expatriate staff should be assigned to line operating units
where their expertise can be acquired by national counterparts -- not isolated
in project implementation units without counterparts. These assignments should
be carefully planned by government and donor alike to include as principal
responsibilities both formal and informal training; expatriate performance
should be evaluated on this basis. In some cases a training specialist should
be included on expatriate advisory teams to ensure that expertise is
effectively turned into training and training materials.

Overall, a combination of policies that (a) increase the recruitment,
development and retention of skilled national staff; (b) base expatriate use on
broad human resource development planning; and (c) give priority to the
training role of advisors offers considerable potential for improvement in the
short-term. Longer-term solutions require the development of permanent
management development capacity and, ultimately, raising the ability of African
institutions to provide the full range of management development services,
including first-rate research.
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7.5 Priorities and resource requirements

Substantial resources will be required to create a management
environment in which African education can be improved. The policies
recommended above envisage significant investments in more attractive incentive
and career paths for managers -- and investments in training, analysis, and the
creation of what, for many governments, will be the establishment of new or
much stronger units for testing, accrediting, monitoring, planning, and
training. Management development institutions will require substantial
financial support. Most measures will incur significant recurrent costs to
support the implementation of either management improvement.

Such investments pose difficult trade-off questions in the current
financial and economic climate, in which resources for education system
management have stagnated or declined in many countries. However, substantial
investment in management capacity is important to the success of other reforms,
including financial reforms considered necessary for establishing appropriate
priorities within education. Some of these costs may be financed out of
savings generated through policy reform. Others may have to come from
difficult choices in other important areas.

A large share of these resources will have to come from the donor
community. The pattern of donor support for education management, however,
will have to change significantly if these resources are to be effectively
applied. A much higher level of donor coordination will be required; this in
turn will depend on the development of longer-term management development plans
for a given country or region. Episodic project-related investments will
probably need to be replaced by long-term investments in management capacity
per se, including investments in well-designed management development
institutions.

The scarcity of resources in the face of large needs argues strongly
for a strategic approach to education management development that recognizes
the validity and urgency of short-term needs but does so in the context of
longer-term goals for institutional development. In such circumstances a
strategy for management development must be developed out of the range of
options -- for organizational structure, testing and information systems,
analytic capacity building and staff development -- that were discussed in this
chapter. At the outset, however, as a first priority, this strategy should
identify the investments and activities necessary to achieve acceptable levels
of school management, with all of the supporting systems necessary. This leads
to:
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Recomendation 5. The design of a policy framework to enhance the
efficiency of resource use in education generally occurs at the national level,
but successful implementation of policies will usually depend, in the final
analysis, on the strength of managerial capacity throughout the education
system, and especially at the level of the individual school. This capacity
includes, among its essential ingredients, the presence of school leaders who
possess both strategic analytic skills and the freedom to act on behalf of
their school clients, and also the timely availability of relevant information
on which to base decisions. Accordingly, the first priorities for education
management should be, in mos. African countries: (i) the improvement of
programs for selecting, training, and supervising school headteachers and
principals, combined with enhanced institutional autonomy; and (ii) the
development and implementation of achievement testing systems that provide
feedback on institutional performance to individual schools, to their
supervisors, and to the communities that they serve.
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PART THREEs AN AGEND FOR ACTION

An extensive menu of policy options for African educational
development has been presented in the chapters above. The adoption and
implementation by any one African country of all of the discussed policies is
probably neither desirable nor feasible. The educational achievements and
aspirations of individual countries, and the socio-economic and political
constraints, vary too much for any single comprehensive set of measures to be
completely or uniformly applicable. This paper is about diverse and variably
applicable policies for African educational development, not about a monolithic
and universally valid policy.

Nonetheless, the analysis of the predicament of African education and
training systems in Part One of this report and the discussion of policy
options for different levels of education and for sector management in Part Two
do imply a generally applicable three-dimensional framework for the design, at
the country level, of educational policies. for the region. Although specific
details will differ from one African country to the next, elements of all three
dimensions are certain to be found 'n any carefully conceived policy package
tailored to the particular circumstances of any country in the region today.
The three dimensions, to be elaborated upon in Chapter 8, are labelled
adtustment, revitalization, and selective expansion.

While undoubtedly painful and politically difficult, adjustment
policies will alleviate the burden of education and training on public
budgets. Measures for revitalization and expansion, on the other hand, will
certainly require incremental resources. Thus, in the context of ongoing
austerity in Africa, resolute movement toward adjustment is a necessary
condition for implementing forward-looking policies on the other two
dimensions. "Savings" generated fron adjustment will be needed to help fund
educational improvement and expansion.

Regrettably, all such savings from adjustment measures will not be
sufficient to cover the very substantial resource requirements of the policies
needed to revitalize and build African education to the extent essential for
future development. International aid will remain a critically important
determinant of the pace of progress of education in the region. However, the
rapid evolution of African needs, as saumarized in the three dimensional
framework for policy reform, demands corresponding changes in the organization,
nature, and level of international aid for African educational development.
Chapter 9 reviews the pattern of public International development assistance in
the early 1980s, and it sketches the modifications necessary to make future
assistance fully responsive to and supportive of Africa's determination to make
education work better for development.
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Chapter 8. POLICY PACKAGES FOR EDUCATIONAL DEVELOPMENT

Hard decisions on education policy can be postponed -- but only at the
cost in most African countries of continued enrollment stagnation and quality
decline through the 1990s. Part Two of this paper has reviewed a series of
policy measures -- some of them admittedly difficult -- that hold the promise
of restoring quality and resuming an orderly expansion of enrollments. This
chapter suggests that each African country should now embrace the task of
formulating and implementing an internally coherent set of policies that, while
reflecting the country's unique history and aspirations, will effectively
address its own recently exacerbated problems in the education and training
sector. Although the particulars of the policy packages that emerge from this
exercise would vary from one country to the next, it is nonetheless clear that
every country-specific package will need to contain, in varying proportions,
elements of policy along three distinct dimensions. These three are
adjustment, revitalization, and selective expansion. Moreover, if new policies
are in fact to be implemented, management practices need to be improved.

The three dimensions of policy are defined below and further
elaborated in the course of the chapter. The closing section of the chapter
then discusses organizational issues associated with next steps in policy
development and implementation.

Adiustment to current demographic and fiscal realities, though it will
be difficult, is essential if the disruptive effects of these external factors
are to be minimized in the years ahead. Adjustment will take two main forms:

o The diversification of educational finance will be a necessary part of
country-specific policy packages. This diversification can be achieved
through increased cost-sharing in public education and through increased
official tolerance and encouragement of nongovernmental suppliers of
educational services.

o The rigorous containment of unit costs will be just as important in the
adjustment process, and in many countries, probably more important, than
diversifying finance.

Revitalization of the educational infrastructure that now exists in
order to restore quality is the second dimension of a properly conceived
educational strategy. This involves a renewed focus on the fundamentals of
educational provision so that maximum advantage is extracted from the current
capacity of education and training systems. Three kinds of measures are
necessary for the restoration of quality:

o Textbooks and learning materials must once again become generally
available in African classrooms.

o There must be a renewed commitment to academic standards, principally
through strengthening examination systems.

o Greater investment must be made in maintenance of physical plant and
equipment and in operational expenditures.
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Selective expansion to address needs for further educational services
is the third dimension of any complete strategy for educational development.
Measures in this area, viable only after measures or adjustment and
revitalization have begun to take hold, will concentrate in four areas; success
in all will depend upon a general effort to safeguard the quality of
instructional staff at all levels.

o Renewal of progress toward universal primary education is the new
investment that will bring the highest economic and social returne in many
countries.

o At the secondary level, and later on at the tertiary, expansion of
enrollments in selected subjects and streams will be necessary in most
countries in the years ahead. To accommodate these increases in
post-primary education, most countries will need to consider alternative
delivery modes that shift more of the burden for learning onto the
students themselves; now is the time to begin planning for such programs
and developing their requisite support infrastructure (correspondence
materials, radio programs, and examinations systems).

o The amount of training that occurs once individuals have entered the labor
force must be increased; this training should serve both school leavers
and also those who have had no exposure to formal schooling, so that
individuals can acquire the necessary job-related skills and renew these
skills during their working lifetime in response to changing market
conditions.

o Expansion of African capacity to produce its own postgraduate intellectual
talent to fill the highest scientific and technical jobs in educational
establishments, in government, and in the private sector is an important
matter to be addressed in building for Africa's future.

The message here is:

Recommendation 6. To maximize education's contribution to economic
growth in the years ahead, African governments should design and begin
expeditiously to implement long-term education sector development programs.
Each government will need to select, from among the many policy options
available (including, but not restricted to, those discussed in this paper), a
consistent package of policies that effectively addresses country-specific
problems and serves country-specific goals. While the optimal policy package
will differ from one country to the next, no country can afford, in light of
education's high costs and its crucial role in the development process, to
neglect this task. The policy package that emerges will, in every country,
contain elements of three strategic dimensions -- adjustment, revitalization,
and selective expansion. Given the pressure of population growth and fiscal
constraints, most countries will need first to implement painful adjustment
measures so as to generate the necessary resources for quality-enhancing
revitalization; and the combination of adjustment and revitalization should be
regarded as prerequisites for the longer-term return to selective expansion of
the educational system.
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8.1 Adjustment

The two elements of an adjustment program for education and training
are diversifying the sources of finance and containing unit costs.

(a) Diversifying sources of finance

The imperative here is to acquire from the beneficiaries of education
and training a much larger share of the real costs of providing these services.
As regards training, an increase in the degree of cost-sharing is a normal
concomitant of moving the locus of training closer to the workplace, a move
justified on other grounds elsewhere in the paper. As regards education, the
rationale for increasing the degree of cost-sharing, relative to the situation
common at present, is strongest at the tertiary level but may, in some
countries, be pertinent at lower levels as well.

Increased cost-sharing can be achieved through a variety of measures.
First, countries might consider encouraging the establishment of, and relaxing
regulations that currently constrain the operation of, privately owned and
privately financed institutions of secondary and higher education. Encouraging
and facilitating local or NGO efforts at construction, finance, and school
operation, especially at the primary and secondary levels, can be expected to
enhance the opportunity for resource mobilization and improved management in
response to local needs.

Second, there is a clear rationale in secondary and tertiary education
in many African countries for introducing or raising the level of family
responsibility with respect to the costs of food, lodging, and other items of
student maintenance unrelated to instruction. These are costs that must be
borne whether or not individuals are enrolled in school. There is litt.le if
any justification for financing these costs out of the public budget,
especially in poor countries where only a minority (and, nearly always, a
relatively well-to-do minority) is enrolled at secondary and tertiary levels.
Beyond full recovery from students and their families of student
welfare-related costs, including especially costs of staff services unrelated
to instruction, students themselves could be required to perform a variety of
instruction-related support tasks now assigned to non-teaching staff (custodial
care of teaching facilities, upkeep of the grounds, clerical and secretarial
assistance, and other administrative support). Student provision of such
services in kind, a widespread practice in many developing countries, is a
potentially important approach to alleviating the public financial burden of
secondary and tertiary education.

Finally, many countries will need to introduce or raise tuition fees
in public establishments to cover a significant part of the costs of
instruction. Especially in higher education, however, full cost-sharing could
result in many potential students finding themselves excluded from education
owing to their families' inability to pay. To the extent possible, ability to
pay should not be a factor that determines who receives education and who does
not. Therefore, alternative modes of financing the increased private costs of
education would need to be introduced. Possibilities include: opening
opportunities for national service obligations (e.g., to teach school) prior
to, during, or after a student's enrollment; promoting student loans and other
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educational credit markets; and, during a period of transition to an effective
system of graduated income taxation, imposing a special tax on the earnings of
tertiary-level graduates.

For most policies aimed at decreasing the government's share of full
educational costs, implementation would need to be phased in gradually over a
period of some years. And legitimate concerns on the policies' equity impact
would need to be addressed.

(b) Unit cost containment

Unit cost containment, the more important component of adjustment in
much of Africa, should be aggressively pursued at all levels of the education
system on both the capital and recurrent accounts. The goal here is to reduce
the economic costs per student, or per completed cycle, at each level (and not
necessarily to reduce the total aggregate expenditure at any level).

Reducing construction costs and raising physical facility utilization
rates offer considerable potential for reducing unit capital costs. Since
annualized capital costs can account for 40% or more of the direct economic
costs of education in Africa, careful attention to capital costs is a high
priority. Too many existing educational facilities (particularly those
financed in part through foreign assistance) cost a sizeable multiple of what
best practice has shown to be possible. Chapter 2 projected the probable
magnitude of capital expenditure in education budgets in the coming years under
the assumption that best practice would prevail. In order to contain
construction costs to the levels there indicated, it will be necessary to
minimize expenditure on pedagogically redundant civil works (such as boarding
facilities, auditoriums, cafeterias, and sports complexes) and to utilize
low-cost construction methods and local materials. In addition, particularly
at the secondary and tertiary level., there is scope for more intensive
utilization of existing facilities through extension of the teaching calendar.
There is little or no justification in most cases for the current practice of
closing down facilities in the evenings and during the long vacation periods.
Absent compelling extenuating circumstances, new construction should be
deferred until full utilization of existing capacity, as well as of facilities
under construction but still to be completed, is reached.

Since personnel remuneration is the largest single item of education
costs at all levels, modification in how teachers and non-teaching staff are
paid and utilized is a potentially important element of any strategy to contain
unit recurrent costs.

Recent experience has demonstrated that in some countries, there is a
large payoff to purging from the educational payrolls so-called "ghost
teachers" -- those who are not actually assigned to, or not fulfilling their
assigned obligations to, classroom duties. There likely remains a significant
potential to be exploited in this sensitive area, at least within the primary
and junior secondary subsectors.

Reduction in the typically high numbers of non-teaching staff in
African secondary and, especially, tertiary educational institutions should
everywhere be pursued. Transfer to students of significant responsibility for
performance of essential instruction-related custodial and administrative
support services was included earlier among the finance diversification
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measures. But beyond this, the levels of provision of such categories of
personnel as messengers, drivers, watchmen, stewr-ds, and sweepers can usually
be reduced without sacrifice of educational quality. But because salaries at
this level are low, even very sharp reductions will have onl.y a limited,
although nonetheless positive, impact on unit costs.

Reduction of teachers' rates of pay is also a policy option that
should be considered in countries where it can be demonstrated that a
sufficient supply of teachers of comparable quality would still be forthcoming.
It is true that inflation has undermined teachers' salaries substantially
during the past two decades, as it has all public sector wages in the region.
Even if it were politically feasible, further reduction in real rates of pay
for teachers alone (in isolation from other civil servants) could result in
lowering the quality of education in some African countries. Certainly
outritght cuts in nominal wages would appear to be undesirable everywhere
because of the adverse Impact on teachers' professional motivation and
commitment. All this notwithstanding, the growing numbers of unemployed
secondary school leavers and of university graduates and dropouts in Africa
suggests a potential pool of labor with adequate motivation and intellectual
skills for teaching; they ultimately may be prepated to accept wages somewhat
lower than currently prevail in the teaching profession. Some reduction in
teacher wages, probably achieved by allowing inflation to erode the real
earnings of all public servants including teachers, may thus be possible over
time. This would be facilitated if certification requirements for the teaching
profession are relaxed, a point closely related to entry qualifications, to
which we now turn.

Although still difficult and controversial, another policy option is
to reduce, especially at the primary and lower secondary levels, the minimum
entry qualification requirements for teachers in terms of their years of
preservice education and training -- and thus reduce the salaries that they
must be paid under the existing compensation structure. The cost (in terms of
children who, thereby, are denied access to schooling) of trying to match in
the world's least developed countries the preservice educational requirements
typical of the world's most developed countries is unjustified for two reasons.
First, marginally lower entry qualifications -- e.g., one or two fewer years of
schooling and preservice training for those teaching the early primary grades
-- may not impact negatively on what pupils learn in the classroom, especially
in Africa today where the governing constraints on learning are the lack of
instructional materials and lack of effective time on task. Second, given the
relative costs of providing preservice and in-service teacher training, and
given the salary structures that prevail in most places, in-service training is
usually the more cost-effective means of raising the quality of classroom
instruction. For primary school teachers especially, many African countries
should consider imposing further limitations on the quantity of preservice
education and training, and coupling this with a policy of frequent in-service
courses for the upgrading and refreshment of teachers' skills, with particular
attention given to subject-matter competency and the proper use of
instructional materials.

More intensive use of teaching staff is potentially the most fruitful
approach for reducing unit recurrent costs. This will result in unit cost
reductions so long as the percentage increase in teaching time is greater than
the percentage increase in salaries needed to motivate and compensate the
teachers for their greater effort -- i.e., so long as teachers can be induced
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to accept some reduction in hourly wages in the context of an increase in their
total earnings. Even if average teachers' wages do not decline, the more
intensive use of teachers as teachers (as distinct from implicitly condoning
their performance of other labor, such as tending to the family farm or small
business) may allow unit costs to be reduced.

As indicated in Chapters 4-6, the options to be explored for improved
utilization of teachers are numerous. They include: lengthening, through a
variety of schemes, the teachers' (but not the students') school day; holding
classes six days a week in primary schools where this is not already done;
increasing the teaching hours per week in secondary and tertiary institutions
to levels more closely approaching norms outside Africa; reducing the vacation
periods so that teachers (and facilities) are employed much more than the 36
weeks per year now common; increasing the minimum number of students in a
class, especially in secondary and tertiary institutions where courses are
often thinly subscribed. In addition to all such measures, each of which would
result in some modest reduction in unit costs, most developing countries, if
they aspire to bring about nonincremental changes in educational access over
the next several decades, will need to consider some fundamentally different
alternatives for the delivery of educational services (see, below, discussion
on extramural study programs).

An analysis of tertiary education in Africa leads to a special
conclusion about teacher utilization at this level. For reasons discussed in
Chapter 6, it will be desirable in most African countries to stabilize, or even
reduce the number of university students in the short-term (i.e., the next
five-to-ten years). This adjustment would be achieved by contracting
relatively low priority faculties (e.g., arts and law) and by consolidating the
number of institutions and academic programs within a country or across several
smaller countries. This contraction and consolidation would allow for a
substantial improvement in facilities utilization and increases in class sizes
in core programs on the consolidated campuses, thereby increasing the
productivity of the teaching personnel employed there. A painful -- but
absolutely necessary -- concomitant of this adjustment measure in higher
education will be reductions in faculty numbers beyond what would occur through
normal attrition. Substitution of expatriate professors x7ith (somewhat fewer)
African academics will in some fields make it possible to avoid dismissing
currently employed teaching staff. However, in selected disciplines in arts
and humanities, where overproduction of personnel trained at the tertiary level
is most severe, the redundancy of African teaching staff is inescapable and
must be squarely faced.

8.2 Revitalization: restoring quality

The second dimension of an educational strategy for Africa involves
revitalizing the infrastructure now available for education and training in
order to restore and enhance quality. This amounts to a renewed focus on the
fundamentals of educational provision: instructional materials, academic
standards, the maintenance of equipment and physical plant. Students and
teachers waste their time (at great cost) for lack of textbooks and other
learning materials and for lack of effective examination systems to set and
maintain standards. School supervision systems, vital to educational
performance, come to a halt when there is no money to operate vehicles or pay
for telephone and other communication services. In addition, buildings and
equipment deteriorate for lack of maintenance, and expensive laboratories are
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not used for lack of reagents and spare parcs. These items of non-salary
recurrent expenditure have been highly vulnerable when budgets had to be cut,
even though they amount to only a small fraction of total education
expenditures. Appropriate balance in the input mix must be restored
immediately. Measures aimed at systematic and sustained revitalization of the
education enterprise, through renewed commitment to academic standards and
non-salary recurrent expenditures, are essential supplements to adjustment policies
if efficiency and sustainability are to be achieved.

(a) Instructional materials

The top educational priority in Africa today is to ensure that every
child in every classroom has access to the pedagogically necessary minimum of
instructional materials. What that means in concrete and practical terms is of
course different for the several levels, and within levels will vary by grade,
subject, and curriculum content. Methods of supply and finance will also vary
from country to country. But only those countries that accord central
importance to provision of instructional materials can be judged to have put in
place adequate strategies for educational development.

Difficult issues will have to be confronted: what pedagogical
material to develop locally and what to purchase from abroad; the trade-offs
between higher-cost local printing and least-cost printing elsewhere in the
region or, more usually, outside Africa; the use of nontraditional media such
as radio. In its own recent and thoughtful policy paper on education, the
African Development Bank spoke eloquently to these issues in placing great
emphasis on the importance of addressing the instructional materials problem
within the overall context of restoring non-salary recurrent expenditures to
adequate levels:

The supply of appropriate teaching materials is particularly
inadequate in large parts of Africa. While this is to some extent a
question of finance, the issue of producing and distributing adequate
teaching materials for African schools goes much beyond the question
of funds. As there is an urgent need not just for any teaching
materials and textbooks, but for materials that are more closely in
tune with the realities and needs of African societies, a major field
of lending activity opens up here. Bank Group loans will support,
not just some of the technical assistance needed in modifying and
adapting existing textbooks and materials and preparing new
materials, but also the production and distribution of these
materials in Africa. Educational Resource Centers in areas where
there is a particularly serious shortage of instructional materials
could be another example of this general thrust. In this area of
quality and internal efficiency, as the majority of the non-salary
inputs have a direct effect on the qualitative aspects of education,
the Bank Group will give priority to assisting regional member
countries identify and maintain minimum standards for non-salary
inputs. (African Development Bank Education Sector Policy Paper,
1986, pp. 15-16.]
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(b) Academic standards

Beyond putting instructional materials in clasrrooms, the restoration
and clarification of standards of academic performance in education are key
elements of quality improvement. This is important at all levels. Academic
expectations for students and schools should be high, and they should be clear.
By providing signals on performance to which teachers, students, and parents
can respond, the examination system is a powerful measurement-cum-incentive
device that should be used explicitly for raising academic standards. But to
perform this function, most African examination systems need modification so
that the broader range of cognitive competencies sought by a nation from a
given level of the educational system is sampled on the tests, rather than
their concentrating, as is now often the case, narrowly on those skills most
needed for success at the next level of the system. Only if examinations are
so structured will the curriculum be made pertinent for the majority of
students for whom any level of education is now terminal.

(c) Operation and maintenance of physical plant and equipment

Preventive maintenance and repair of physical plant and equipment,
another item of non-salary recurrent expenditure, is an essential ingredient to
revitalising African education systems. Quality education is just not possible
in laboratories and workshops that have no electricity or water due to
deterioration in wiring, fuses, and plumbing, and where equipment does not
operate for lack of spare parts and consumable supplies. Maintaining door and
cabinet locks in fully workable condition, replacing broken windows, repairing
leaky roofs, changirl the oil and filters in heavy use field vehicles -- these
may be simple things to do, but they are not getting done. Failure to do them
means that vital equipment is not available and functioning when needed, and
unit costs are inflated when premature replacement is the consequence.

Once plant and equipment are restored to fully functional status and
their maintenance attended to on a routine basis, money is also needed so that
these resources do not sit idle. In this respect, for example, reestablishing
adequate budgetary provision for such simple items as petrol, postage, and
telephone service is essential if school supervision systems at the primary and
secondary levels and field work at the tertiary level are to make their
intended contribution to educational productivity.

8.3 Selective ewpansion

The third dimension of an overall strategy for education and training
in Africa entails the considered and deliberate expansion of selected
educational services. Public support for the sector has been threatened
recently, and will continue to be threatened, by the fiscal austerity that
grips the region. Wise leaders, however, will do what they can to protect from
debilitating auts those long-term education investments that promise the most
for their nations' future.

Although the relative weights given to different elements may differ
from one African country to the next, most forward-looking education sector
programs wi'Ll need to put some emphasis on each of the following: renewed
progress toward universal primary education; new programs of extramural study
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at secondary and tertiary levels; development of a broad-based system of
training; and enhancement of graduate education and strengthening of research
capacity.

In addressing the needs for selective expansion, safeguarding the
quality of instructional staff will be essential at all levels and will require
special attention. Motivated, knowledgeable, and pedagogically competent
teachers are a vitally important Ingredient of educational quality.
Revitalization of African education involves eliminating the current constraint
on classroom learning through ensuring that the instructional materials that
teachers need to be effective are everywhere available. But beyond this,
maintaining quality in African education as it again becomes economically
feasible to encourage selective expansion of the system, will require constant
professional renewal of the teaching force, a matter of particular importance
to the extent the standards for teachers' years of preservice education are
relaxed in order to contain costs.

In order to maintain the quality of instructional staff, the design
and implementation of cost-effective systems of continuous in-service training
for primary and secondary school teachers should be part of every country's
education policy package. This training should focus on upgrading and updating
subject-matter knowledge and on mastery of improved pedagogical methods
embodied in widely available instructional materials. Distance education is
likely to be the most attractive delivery mode for much of this activity.
Further, teap)bers* progression up through the steps of the salary scale should
be conditioned upon successful completion of such regular in-service courses,
thereby ensuring that pay is more closely related to potential classroom
productivity than it is now. For the tertiary level, beyond reestablishing the
flow of standard textbooks, new monographs, and journals upon which much
on-the-job professional improvement depends, upgrading of teacher quality will
entail increased investments in formal postgraduate education.

(a) Renewed progress toward universal primary education

For many countries, the most important long-term investment -- in
terms of its economic and social returns -- will be to renew, after
adjustment and revitalization measures have begun to take hold, national
progress toward universal primary education (UPE). Renewing progress toward
UPE will, inevitably, require the mobilization of substantial new resources
including -- but not limited to -- increased commitments of public resources.
Chapters 2 and 3 showed how costly and difficult is the task of merely keeping
up with population growth. Yet, two lines of evidence suggest that, in many
countries, very high priority should be accorded to the goal of continued
progress toward UPE, while in a few countries, universal provision of nine
years of education may already be an appropriate goal. First, relative to
projects and investments in other sectors, the implementation and
sustainability record of edrcation investments Is good; absorptive capacity has
been demonstrated. Second, there is strong (and mounting) economic evidence
indicating high returns to investment in education, particularly primary
education.

Those returns will be greatly attenuated or never materialize at all
to the extent that the incidence of disease and malnutrition among young
children goes unchecked. Policy packages for educational development must give
attention to how to ensure teachable pupils, a point of increased importance
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since serious nutritional deprivation in many parts of Africa has become a
perennial problem. However, the linkages between child health, nutrition,
preschool intellectual development, and attendance at and performance in school
are particularly complex and only imperfectly understood. Regional and
international collaboration in the search for more complete answers offer the
best hope of developing practical policies to remedy the situation.

(b) Distance education programs

Perhaps the only viable way of addressing the massive problems of
access in African education at the secondary and post-secondary levels and of
continuing education for the teacher force involves the use of new extramural
study programs. Accreditation examinations allow certification of an outside
student's "equivalency" to having completed a conventional program. Students
can thus acquire diplomas and degrees by independent study, typically guided by
correspondence materials supplemented by radio broadcasts. The replicability
of high-quality teaching materials allows high performance standards to be set
and maintained in the equivalency system. Moreover, by their very nature,
equivalency programs tend to favor the most persistent and motivated students.
Often "extramural" programs actually involve the use of existing campus
facilities during evenings or vacation months for tutorial sessions and
laboratory work. Sometimes equivalency education takes place in specially
created institutions. The unit instructional costs of extramural programs are
typically only 20% to 40% of the unit costs of conventional instruction. In
addition, there are often substantial savings in student transportation and
(public budget) savings on living costs. During the present period of
"adjustment to austerity," a country's rationale for incurring the high
construction and incremental costs of the "bricks and mortar" approach to
educational expansion deserves to be scrutinized.

(c) Training

Occupation-specific training is essential for African development.
The questions arise not about whether to train, but rather with respect to
when, where, and how to do so in the most cost-effective way. In this,
experience suggests that African policymakers, like their counterparts in other
parts of the world, may be tempted by the undeniable urgency of the
requirements for occupation-specific skills to adopt questionable policies. As
summarized in Chapter 5, there are numerous pitfalls to be avoided, but only a
few bedrock principles upon which wise policymakers will with confidence rely
for guidance.

It is particularly important to formulate education development
strategies around an understanding of what decidedly is not true. Formal
schools are, generally, neither the only nor the best place in which to train
for most highly specific vocational skills. With the possible exceptions in
some circumstances of commercial skills (such as typing and accounting) with
wide applicability and low requirements for expensive equipment and facilities,
vocational training is best provided after initial employment in venues closer
to the workplace and more directly under the control of employers than are
formal schools. The emphasis in Africa should be to design for each country a
system of vocational training founded on this principle. This difficult task
will be greatly facilitated by ensuring that there is a single place in the
government -- and not necessarily, or even desirably, in the Ministry of
Education -- that is charged with formulation, monitoring, and evaluation of
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training policy. In this process, macroeconomic policies that stimulate
provision of job-specific training -- in such areas as wage regulations,
investment codes, tax incentives, and apprenticeship rules -- have a crucially
important part to play, and should be prominently included in an overall policy
package for improvement of education and training.

Meanwhile, the educational systems of most African countries already
include schools whose mission it is to provide occupation-specific training for
agriculture, industry, and the services. In the course of developing fully
coherent training systemsp it is imperative that current establishments operate
as efficiently as possible. Here there is typically a great deal to be
accomplished by way of assuring that: expensive facilities and equipment are
fully utilized, curricula are maximally responsive to the (often changing)
skill requirements of employers, and teachers are well endowed with real world
experience in the jobs for which they train.

(d) Research and postgraduate education

The adjustment and revitalization measures for tertiary education
proposed in this paper will go far when implemented toward addressing problems
related to the efficiency and quality of undergraduate programs. By itself
this will not bring about an increased measure of scientific and technological
self-reliance in the next century. Ultimately, Africa will develop only to the
extent that it can access and take advantage of the worldwide explosion of
knowledge, and itself generate knowledge of particular pertinence to African
problems. This is the function of Africa's top level intellectual talent: the
people with masters and doctoral degrees whose careers are in university
teaching and research and in the most sophisticated knowledge-intensive
scientific and technical positions in government and the private sector. In
fields most central to African development, such as agriculture, health,
engineering, management, and the range of basic natural and social science
disciplines that underlie applied work in those areas, the continent must
intensify efforts to develop its own capacity not only to produce these
people but also to sustain professional environments in which such highly
specialized talent can be productive.

Thus the question arises of whether, when, and how Africa can develop,
in a few institutions of higher learning, programs of postgraduate education
and research training comparable in quality to the best available outside the
continent. Can African postgraduate education be expanded and upgraded to the
point where a substantial fraction of the continent's top professional talent,
and more research of the highest international standards, can be produced on
the continent? This is a second area (the problem of childhood nutrition and
health 5eing the first) where the dimensions of the problem are far more
clearly defined than the solution for addressing it. The answer to this
question is of critical long-run importance to all countries, but none can
reasonably address it alone. Given the continent's limited resources and the
unavoidably considerable sums required to ensure high quality critical mass
efforts, international cooperation -- among African countries, and between them
and their partners in other regions of the world -- to establish a coherent set
of programs of excellence in national institutions will have to be central to
any solution. Country-specific policy packages for education development
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should include practical mechgnisms for encouraging and effectively
collaborating with regional and international initiatives to address such
transna&ional issues.

8.4 The task of policy design and plementation

For most African countries, the formulation of a comprehensive and
coherent education development program, derived from a balanced package of
policies for adjustment, revitalization, and selective expansion, will be a new
experience. Each country will organize for the task in its own way. In many
countries, however, a fruitful approach to policy design might be expected to
include the following: establishing a national commission with political clout
to oversee the work; cotutituting a technical staff to support the commission;
drawing for both upon the best political judgment and analytical talent of
finance and planning as well as education ministries and of the nation's
institutions of tertiary education and research; building a national consensus
through provision of ample opportunity for public debate of emerging findings
and recommendations and of their rationale; taking advantage of the experience
of other African countries in developing their own education development
strategies. All such activities would, of course, entail costs, and these
would need to be financed. Budgetary resources would have to be sufficient to
cover not only the personnel costs of such a national commission and its staff
but also their operating expenses for travel, communications, publications, and
specialized contractual services (such as data collection and processing,
expert technical consultants, targeted research or analysis).

While careful elaboration of education development programs is urgent
and essential, African capacity for implementation will ultimately determine
their impact. Improvement in education manajement is a necessary concomitant
to policy reform and must be given immediate and continuing attention.

Here the most important measures involve the poteustial returns to
downward and outward delegation of various administrative functions. While
some functions must appropriately remain at the central ministry level, and the
performance of these functions will need to be improved, the toughest challenge
to improving management lies closer to the classroom, at the level of
individual schools and districts. African policymakers should consider how,
with adequate safeguards against abuses, schools and the local communities they
serve can be given increased authority in the acquisition and utilization of
the resources essential to effective classroom teaching and learning.

In addition, central ministries must tend more seriously to their own
management development needs, especially in the areas of performance monitoring
and policy planning and analysis. Improvements in examination systems (which
was mentioned above with reference both to academic standards and to distance
education), in the nature and timely availability of statistical and financial
accounting information, and in the numbers and qualifications of staff engaged
in full-time analytical work are among the necessary measures. Incentives in
many ministries of education are insufficient to attract, motivate, and retain
able staff. Governments committed not only to formulation of an educational
development program but also to its expeditious implementation will have
imaginatively to address the issue of incentives at all levels of the
educational system.
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Chapter 9. INTENIATIONAL ASSISTANCE FOR AFRICAN EDUCATIONAL DEVELOPMNT

Chapter 8 recapitulated the detailed discussion of policy options for
African education and training, recasting the various options within a new,
three-part framwork to be used by African government decision makers for
developing improved policy gackages on a country-by-country basis. Chapter 9
analyzes the volume and distribution in recent times of public international
development assistance for African education and training, and it offers
suggestions for enhancing the impact of such assistance in the future. It
advocates an enlarged and better coordinated international effort, responsive
to and supportive of the efforts of African governments as they design and
implement new policies for adjustment, revitalization, and selective expansion
of education systems.

9.1 Aid to education Lu the recent past

Relative to its population, sub-Saharan Africa has recently commanded
a sizeable share of public international 4evelopment assistance -- of what is
commonly counted as "international aid.' With only about 112 of the
population of the world's less developed countries (LDCs), sub-Saharan Africa
in the early 1980s was receiving about 222 of international aid. Africa's
annual allotment of aid is equivalent to about $19 per inhabitant, as compared
with $8 per inhabitant for the other LDCs. As a proportion of this larger per
capita amount, aid for education in Africa is about the same as it is
elsewheres roughly 102 overall (although in a third of the African countries it
is above 152).

Analysis of public international development assistance to education
in Africa in the early 19809 yields a number of interesting results, the most
salient of which will be summarized here. The detailed data are contained in
Annex Tables A.24-A.27. Because comparable information on aid flows is
extremely difficult to develop, and in any event not available except with
substantial lags, two general caveats are important. First, despite the care
taken in preparing Annex Tables A.24-A.27, the reported distribution of aid by
use, level, and expenditure category may be distorted by difficulties inherent,
for several major bilateral donors, in accounting accurately for resource flows
to education which are integral parts of bilateral budget support
arrangements. Second, the data say nothing about trends since the 1981-1983
period. Since then, in response to the deterioration of African education,
several important providers of international assistance for the sector have
introduced fundamental changes In aid distribution policies which are not yet
being reflected in the available data. So caution is appropriate when
considering the following points.

The first point is that these external resources are critically
important to African educational development. In the early 19809, public
international development assistance to education and training in Africa
-- "education aid" as defined here -- averaged $1.3 billion per year (Table
9.1, row I.A.). This was the eqifvalent of about 152 of African domestic
public expenditure on education.A'
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[Table 9.1)

Of this amount, $367 million (28%) was used to finance training in
sectors other than education. Another $190 million (14%) was in the form of
hidden subsidies incurred by donor countries in hosting the approximately
100,000 African students enrolled in educational institutions abroad. The
remaining $757 million (59% of the $1.3 billion in total "aid" to African
education and training) is the subject of the following analysis. This is what
was actually channelled through education ministries and expended directly by
the education sector itself. It will be referred to henceforth as direct
education aid (Table 9.1, row L.A., column (a)).

The sources of direct education aid to Africa have been several.
Three former colonial powers (France, Belgium, and Britain) account for 40% of
it; France alone contributes more than a quarter. In the early 1980s, the
dollar amounts of direct education aid provided by the United Kingdom and the
United States were roughly the same, but each was less than 20% of France's
aid. All other bilateral sources together supplied 27%, and multilateral
sources provided 332.

Direct education aid for the purchase of recurrent items was
equivalent to roughly 17% of domestic recurrent expenditure on education in the
median African country, and aid for the purchase of capital items, to about 30%
of domestic capital expenditure (Table 9.2). Both proportions decrease
steadily as countries become more developed. For the six low-income semi-arid
African countries, direct aid is 302 of recurrent and 55% of capital
expenditures on average, while for the five middle-income oil exporting
countries, the corresponding figures are only 4% and 3%.

(Table 9.2]

But direct education aid per capita is less rationally distributed.
The 25 low-income African countries receive $2.90 per capita on average while
the nine middle-income oil importers receive $4.16. Statistical analysis
of the country-level data in Annex Table A.25 shows that neither level of
development (GDP per capita) nor magnitude of educational need (enrollment
rates for the three levels) is a significant determinant of education aid per
capita. The same analysis also demonstrates that the level of a recipient
country's political support of donor governments in the arenas of international
debate is not related to the amount of aid received. Indeed, among the
variables included in the analysis, only the size of the country (population)
was a significant predictor of per capita education aid, with smaller countries
getting more.

The distribution of direct aid by level of education is heavily skewed
toward higher levels (Table 9.3). Only about 7% ($56 million per year in the
early 1980s) of all direct aid to African education is used to finance primary
education, while 34% ($259 million) goes to the tertiary subsector. On a
per-student basis, the results are staggeriag, -- direct education aid to
primary education amounts to $1.10 per student, aid to secondary approximately
$11, aid to teacher training $78, and aid to secondary technical education
$182; aid to higher education is $575 per student, which is well over 500 times
the amount per primary pupil. In round numbers, direct education aid to
primary education covers only 2Z of the cost of sending an African primary
pupil to school; aid to general secondary education and teacher training covers
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Table 9.1 Estlated nual External Raeowce Flow to African Educatlon and Training by Dono GrouP and Use,
1981-1983 Averap

(a) (b) (c) (d)

Cost of
hosting

Project African
Educatlon related students
sector A/ training h/ abroad cg Total

I. OECD and OPEC donors 785 394 180 1,370

A. Conoe%linal flows (ualdM) 757g/ 387 190 1,314

(1) Bilateral 507 247 190 944

France 206 - 73 279
Belgi1u 58 - 7 66
United Klngdom 40 - 24 64
All other bilaterals 203 - 85 288
Not distributed - 247 - 247

(2) Multllateral 250 120 0 370

Internatlonal Deveopnt Association 128 54 0 183
African Development Fund 34 15 0 48
All other multilaterals 88 51 0 139

B. N -concsional flows a/ 28 27 0 56

11. East European non-warket economies and OUba 40 - 55 95

111. No-Govermental OrgnIzations 90 - - 90

IV. Total 915 394 245 1,555

Note: Mil I Insm of current U.S. dol lars. Based on Akmr Tabie A.24. Columns may not add due to rourdlng.

/ Disbursements to central ministrles of education.
W Aid for tralning In sectors other than ecfk.ation.
C Host country si,sidizatlon of African students studying abroad, over ad above any fellowships.
d/ *Direct educatIon ald,Q the term uned In this paer to describe concesslonal flows to the education

sector e se.
a/ Loans from the WorId Bark nd the African Develwmnt Brk.



- 146 -

Wble 9.2 Direct Education Aid ty Recipient SOri d Emdirtow Cateo, 191-1983 Arwap

(a) (b)
All direct OdUCtlIn aid

Aid for rfcrent Aid for capital (c) (d) (e)
rqdlturs mmitt a8

prcontap as percentag As a
of dmstic of do estic Total percontaep
rewrnt capItal dollars Per of external

¢atlon educatian (milisla capita ald In all
bkdgt bidget pr yaw) (8p yw) sectors

1. Econolc GreuP

Lom Inme seal-arld 29.59 54.91 $9 9 $3.42 9.91

Low Incm other 17.9 47.71 $477 $2.58 13.1X

MIddle Irno ol Ilworters 11.1X 28.0% 8118 $4.18 10.7X

Middle icm ol prters 3.91 2.9X $ 64 $2.83 14.01

I I. Llngulstic Groups

Francophom countrles 18.7X 49.9 a333 $3.13 13.91

Anclophone countrles 11.91 24.29 80 $3.38 11.3u

Other 16.46 18.41 $ es $1.03 9.6X

SulkSaharan Africa 16.71 30.5K $75? $3.38 13.1X

Note: Based an Mmnx Table A.2S.
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about 42 of the cost of each student, and aid to secondary technical and
tertiary education about 502. With the bilateral donors, the lack of balance
is even more dramatict less than 41 of their direct aid goes for primary
education and 422 for tertiary. Swedish aid (SIDA) with its focused program
of support for primary education in selected Eastern African countries provides
a notable exception to this general pattern of concentration on the tertiary
subsector.

[Table 9.3]

The distribution of direct education aid by expenditure categorv is
notable for the small proportion dedicated to financing "operating costs,"
which comprise salaries of nationals of the country, consumable supplies
including public utilities, and all instructional materials (Table 9.4). This
allocation was especially remarkable during a period in Africa when the absence
of non-salary recurrent inputs to education had become the gqverning constraint
limiting educational performance at all levels (Tabla 9.4).21 Only 11 of
direct education aid is allocated to operating costs. By contrast, 442 of aid
supports technical assistance in its narrowest sense -- i.e., the provision of
foreign experts.

[Table 9.4]

The predilection in favor of technical assistance is most marked in
the case of the bilateral donors. None of the four major bilateral donors
dedicates less than 55X of its direct education aid to technical assistance,
which in essence provides employment in Africa for its own professionals;
because it supplies so many teachers in secondary and tertlry institutions,
France uses an astounding 832 of its aid for this purpose.- Only 132 of
bilateral aid is used to finance operating costs. Bilateral donors also
allocate a smaller percentage of their direct education aid than do the
multilaterals to system management and to capacity building activities. These
activities, unallocated by level, are crucial to long term educational
development.

Whereas the bilaterals devote a disproportionately large share of
their direct education aid to technical assistance, the multilaterals devote a
disproportionately small share of theirs to non-capital expenditure items of
all kinds. Only 35Z of direct multilateral aid to education finances recurrent
expenditures (as compared with 92X in the case of the bilateral donors). Only
about 7X of direct multilateral aid is used to finance operating costs.
UNICEF, with its focus on non-salary recurrent inputs, is a notable exception
to the general practice.

9.2 The comparative advantage of aidt: past and present

Caution is appropriate in drawing negative conclusions from the
above six facts on the effectiveness of direct education aid to Africa. The
apparent inconsistencies between Africa's current needs and the recent
distribution of aid do not, by themselves, constitute evidence that aid in the
past has been either misdirected or unproductive. The evolution of the context
for aid and the comparative advantuge of national governments and donors as
sources of finance for different purposes must enter into the calculus before
an evaluative qssessment is possible.
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Table 9.3 Direct Education Aid by Level and Source, 1981-1983 Average

Percent of Percent of Percent of
bilateral aid multilateral aid all direct aid
($507 million) ($250 million) ($757 million)

Primary 3.4 15.7 7.4

Secondary
General 20.9 6.1 16.0
Teacher Training 3.0 12.7 6.2
Vocational/Technical 14.9 20.9 16.9

Tertiary 42.4 17.5 34.2

Other 15.4 27.1 19.3

Notes Based on Annex Table A.26.

Table 9.4 Allocation of Direct Education Aid by Expenditure Category and Source,
1981-1983 Average

Percent of Percent of Percent of
bilateral aid multilateral aid all direct aid
($507 million) ($250 million) ($757 million)

Capital 7.4 64.9 26.4

Recurrent
Technical Assistance a/ 57.5 17.4 44.3
Fellowships 20.5 9.6 16.9
Operational Costs bI 12.7 7.2 10.9

Other 1.9 0.9 1.5

Notes Based on Annex Table A.27.

a/ Includes provision of teachers as well as other foreign experts.
bi Includes salary support for nationals, utilities and supplies, and

instructional materials.
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In an environment in which essentially all direct education aid to
Africa was for discrete investment projects, the concentration of aid on small
countries, on tertisry institutions, and on the provision of foreign experts
and fellowships for study abroad was understandable and may even have been
rational. As a general matter, donors enjoy a comparative advantage over
national governments as sources of finance for investment projects that are
capital-irtensive; foreign-exchange-intensive; limited in the number, scope,
and geographic dispersion of their components so as to minimize the burden of
project implementation on scarce managerial resources; and heavily dependent
upon the expertise of donor country professionals (including teachers) and on
study abroad for recipient country nationals The distribution of recent
direct education aid by expenditure category (Table 9.4) was broadly consistent
with this assessment of donors' comparative advantage.

So too was the distribution of direct education aid by level (Table
9.3). Intrinsic lack of donor -- and sometimes recipient -- interest in the
primary subsector compared to the more visible interventions that can be made
in tertiary education, and failure on both sides to appreciate the singular
importance of primary education in African development contribute to the
distribution of aid by educational level. But to some extent, the relative
neglect of primary education in education aid can be explained also by the
differences between primary and tertiary education in the ways resources for
these two subsectors are generated and utilized and by the implications of
these differences for the comparative advantage of national versus donor
financial support.

School construction and teacher salaries typically account for more
thar. 95% of expenditures in the primary subsector. But primary schools are
highly dispersed, the cost of an individual school is miniscule from the
perspective of an international donor, and no single school enjoys high
visibility or separately identifiable impact. Moreover, the clear trend is to
rely ever more heavily on the use of local materials in primary school
construction and on local communities to finance those materials and to provide
the necessary labor. The potential contribution of African governments, and
since they work through those governments, the donor agencies as well, to
primary school construction is thereby limited, and this is even truer today
than it was in previous decades. Although African central governments do
contribute relatively more to teachers' salaries than to construction at the
primary level, the international donor community has been generally hesitant to
finance local salaries in the context of conventional investment projects.

For tertiary and secondary technical institutions, the situation is
quite the opposite. There are few establishments. Their size and location
make them highly visible. Each has a discernible impact on the educational
landscape. Typically, these subsectors are directly and wholly dependent upon
resources from the central government. A significant portion of the capital
costs of construction and equipment invo'lve foreign exchange. And supporting
staff development through financing graduate study abroad and supplying
expatriate professors -- either providing them outright or supplementing
institutional budgets to facilitate African direct hire -- are items easily
provided by many donors.

While the distribution of direct education aid by level and
expenditure category may have been a rational reflection of comparative
advantage in a period characterized entirely by project-focused aid, the nature
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of the current challenges facing educational development in Africa suggests
that aid patterns should now change in a number of significant ways. The
immediate requirement is policy reform to support education sector (i)
adjustmeAt to harsh new fiscal and demographic constraints, (ii) revitalization
to achieve enhanced quality and efficiency of the current system, and (iii)
carefully targeted and cost-effective expansion in the future. This leads to:

Recommendation 7. External aid flows to African education have been
substantial in their aggregate amount -- the equivalent (depending on what is
counted) of between 82 and 17% of what African governments themselves spend on
education. Aid to educacion in most countries, however, has tended to focus on
discrete investment projects, with little or no effective coordination among
donors in support of a coherent national strategy for the sector. Moreoever,
compared to current African needs, disproportionate fractions of what has been
given in the past have been allocated to higher education rather than primary;
in the case of the multilateral donors, to capital expenditures rather than
recurrent; and in the case of the bilateral donors, to technical assistance and
overseas fellowships rather than other forms of recurrent expenditures. The
organizational forms and substantive content of external aid to African
education should be brought into conformity with the new imperative for African
governments to design and implement country-specific education secto.
development programs supporting policy reform. As the policy context develops,
the overall volume of aid to education should increase in real terms.

This is not to say that support for discrete investment projects in
the education sector has no place in any African country now or anytime in the
foreseeable future. It does mean, however, that programmatic assistance, in
support of the implementation of policies designed to put the education sector
on a viable long-term footing (combined with carefully selected investment
projects whose overriding purpose is to serve as instruments of policy reform)
should predominate in most countries for the remainder of the century.
After measures of adjustment, revitalization, and preparation for
cost-effective expansion have been aggressively and persistently implemented
over a period of years, the policy environment will again be congenial for a
concentration on conventional project assistance for educational expansion.
Conversely, and with few exceptions, African countries unwilling to embark upon
sectoral development programs are unlikely to be attractive candidates for
conventional project assistance.

The design and implementation of an educational development strategy
along the three dimensions of adjustment, revitalization, and selective
expansion represents an unprecedented challenge to African policymakers. How
can the international donor community best assist African countries to meet the
challenge? The answer has two parts. First, new structures are needed to
facilitate international cooperation for African educational development.
Second, adjustments are needed in the established amounts and substantive
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content of aid to African education. A new era in international assistance for
African education and training must commence before the end of the decade. The
final sections of this chapter suggest how this can be achieved.

9.3 International assistance for policy design and implementation

When an African government decides to address the issues of
adjustment, revitalization, and selective expansion, it will have to confront
two imediate tasks: developing the policy basis and implementation mechanisms
of national programs, and mobilizing resources to pay for them. In
accomplishing both of these tasks, new forms of international support will be
helpful. There are a variety of ways in whiich international support for these
two purposes might be organized. No one of them is perfect in every respect,
but change is essential if donor assistance is to be made more effective. As
productive starting points for more systematic discussion, two sets of ideas on
this question are outlined below.

(a) Support for development of national programs

The design of a sound country-specific education development program
to support policy reform is difficult. It entails the careful selection,
phasing, and linking of specific policies from among the full array of policy
options for cost containment, for diversifying sources of finance, for
supplying vital non-salary inputs to learning, for assuring adequate standards
of performance, for operation and maintenance of physical plant and equipment,
for primary school expansion, for developing distance education systems for
secondary and tertiary education, for expanding training opportunities, for
strengthening postgraduate education and research capacity, and for improving
management including in particular the incentive structure for managers at all
levels and the knowledge base for decision making. As noted at the end of
Chapter 8, there are a variety of steps which African governments can take to
address the task of policy design and implementation. In many countries,
however, this complex task may possibly require more experience a.d analytical
talent, in more professional disciplines, and applied much more intensively,
than local resources alone can supply, at least in the short run.

The international donor community should offer three related kinds of
support for the national level process of policy design and implementation
sketched in Chapter 8. The need is for expeditious action. Any initiatives in
these areas that would take more than a year to be adopted and implemented
cannot be judged an adequate response to the needs of African governments.

The first is simples seed money, quickly provided, to cover both
local and foreign costs of policy development and management improvement
activities. Willingness of international donors to bear part of these
extraordinary charges, perhaps on a matching basis, would provide important
incentive to African governments.

In situations wnere budgetary resources do not begin to cover minimal
operational needs of educational systems, finding funds for national task
forces, technical staffs, and consultancy services can be a lengthy and
ultimately unproductive process, especially if part of the requirement is for
foreign exchange and if budgets beyond that of the education ministry are
involved.
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Central to the improvement of management of education systems is the
strengthening of examination systems and the building of national capacity to
conduct research on education. Over the long term, Improvements in testing so
as better to serve its four purposes of improving curricula, measuring
performance, certification, and selection may be expected to pay for themselves
in increased educational efficiency. Over the short and medium term, however,
significant sums will be required for additional personnel, for training, for
equipment, and for technical support. Early investments are needed to improve
examinations systems so that they may play properly supportive roles in
implementation of new policies.

Applied research on education, and training to do it, also costs money
which, in national contexts of extreme public sector austerity, is not readily
available. The payoff to such expenditures is not usually immediate, or even
precisely attributable to specific interventions. And yet, the quality of
national education development programs depends vitally on the availability of
first-rate operations-oriented research and on expanded knowledge of internal
and external efficiency. This kind of analytical capacity is generated as much
by actually doing such work as by formal training to do it. International aid
is a crucial source of support for both.

Second, ready access to the ongoing experience of other countries in
education policy formulation and implementation should be provided by the
international community to African countries that embark on serious education
policy reform efforts. Intensive collaboration across countries, so that
accumulating experience is widely shared, will pay high dividends, as countries
grapple with common issues -- e.g., equivalency programs in secondary
education, consolidation of academic programs in higher education,
establishment of systems for providing textbooks in primary schools. Serving
as a catalyst for such learning from shared experience is a function nicely
suited to donors.

Third, the international donor community could establish and finance a
source of high-quality non-political specialized technical expertise, beholden
to no international donor or government in particular, which African
governments could call upon for help in formulating policies at the outset
and in monitoring and evaluating them for corrections during implementation.
Such help could be supplied in the form of small teams that would, in periodic
intensive visits over a period of months or even years, support but not
supplant locally constituted task forces or commissions. The initial product
of interaction of the national commission with the outside technical expertise
would be a package of policies together with a detailed plan for their
implementation -- i.e., an education sector development program -- ready to be
considered for financing by the government and appraised by the international
donor community. The interaction between national commission and outside
technical expertise might continue as programs attract funding and enter
implementation. This could take the form of collaborative efforts in on-going
policy evaluation and mutual formulation of recommendations for policy
refinements on the basis of accumulating experience. Importantly, if this
technical support is provided in sensible ways, African national capacity to
engage in this sort of continuous policy planning and analysis should be
significantly enhanced as a result of the process.
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(b) Organizing international support for program implementation

The international community should help finance the implementation of
sound national education sector development programs, which will typically
require more resources, sustained over a longer period of time, than can be
mobilized internally. Countries that have demonstrated their willingness
to address policy issues should have access to increased, lonaer-term, and more
flexibly proffered international aid. To the extent that a country's policy
package involves thorough-going reform, there are likely to be substantial
one-time transition costs to a new and more sustainable policy regime. In
countries with severe foreign exchange constraints, revitalization measures are
likely to involve increased claims on foreign exchange for imports of essential
non-salary inputs to learning. Further, in many cases the necessary policy
changes constitute a sharp break with the past; their implementation must be
carefully phased, and provision must be made for corrections as implementation
proceeds. The international commitment to the development program must be seen
from the beginning as long-term and sustained, with disbursements tranched
against sequenced achievement of agreed-upon policy objectives, as verified in
periodic joint reviews of the program. Aid must have continuity over time,
something it has too often lacked in the past.

A promising approach would be to make greater use of country-specific
donor consortia. A number of African governments already have successful
experience in submitting their macroeconomic structural adjustment and
development programs to meetings of prospective international supporters, for
their review and appraisal. The Consultative Group mechanism, supported by the
World Bank, has involved periodic meetings of donors to appraise the
macroeconomic policy framework of a country's adjustment program, while the
UNDP Round Table mechanism has been used to coordinate donor support for a
country's project list within an investment program. The education sector
needs its own mechanism that builds upon the strengths of both these devices.

Once an African government has prepared its own strategy for
educational development -- i.e., decided upon the necessary policy reforms and
identified the operational means and resource requirements for implementing
them -- the international community should be invited to a forum in which the
strategy can be presented in some detail, thoroughly reviewed and discussed,
and broad agreements reached with respect to external support. Two useful
precedents for such meetings to consider major reforms in education at the
country level were established in 1986. Ghana's ambitious education sector
adjustment program was the subject of a donor group meeting in Vienna, in this
instance as an outgrowth of the World Bank Consultative Group set up to
consider Ghana's overall adjustment program. The UNDP organized a Round Table
on Education for Burundi, chaired by the Minister of Education and held in
Bujumbura.

Some governments may wish to invlte the World Bank to arrange similar
special Consultative Group meetings dedicated to reviewing their education
sector development program; other governments may wish to ask the UNDP to
arrange a special Round Table for this purpose. In still other instances,
governments may wish to rely upon the good offices of the ad hoc technical
support teams, mentioned above, to organize a meeting. Whatever the mechanism,
the important point is that each African country would be afforded an
opportunity to meet periodically with all prospective donors, to review the
policy framework and operational programs of its long-term educational
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development strategy, monitor progress in its implementation, and agree
collectively on resource requirements and sources. Much enhanced aid
coordination in support of the priority needs of the recipient country would be
the result.

This brings us to the question of how donors should spend their money
rather than how they should organize themselves to spend it.

9.4 Future allocations of aid to Africw education

Whether or not new organizational forms take root, the earlier
analysis of educational development challenges in Africa today and of the
recent patte:ns of international assistance for African education suggest that
modification in the substantive focus of aid is urgently needed. This will of
course be easier to achieve to the extent that African governments have
embraced the need for policy reform and the donor community has improved the
organization of its activities.

Of the three dimensions of education reform, the first (adjustment
policies that seek to diversify finance and reduce unit costs, thereby
economizing public resources) will usually not depend for its implementation
upon a fresh injection of financial resources. The estahlishment of student
loan schemes, and the prospective need in some countries to accelerate the
reduction or redeployment of excess personnel, by offering one-time
compensation to the involved individuals, are possible exceptions. But as a
general matter, the implementation of adjustment policies rarely entails
purchase of goods or services. and thus presents few opportunities for
increased international financial aid. Contingent upon African countries'
vigorous implementation of education sector adjustment policies, however, the
international donor commnuity has a vital role to play in enabling African
governments to implement policies on the other two dimensions of change --
revitalization and resuming selected expansion of African education systems.
In both these areas, there is an immediate and continuing requirement for more
resources. This paper concludes, therefore, with a discussion of aid for these
two purposes.

(a) Aid for revitalization

Instructional materials. The revitalization of African educational
systems depends first and foremost upon correcting the Imbalance between salary
and non-salary recurrent expenditures. Nothing short of a massive resurgence
of the flow of non-salary inputs to learning is required. Instructional
materials are central in this effo:t. For primary schools, textbooks and
writing materials are the essential elements. For general secondary schools,
the need is for textbooks and consumable supplies for laboratory
demonstrations. In addition to these items, secondary technical schools
require substantial doses of equipment maintenance and repair, including spare
parts, to make the workshops functional again. In tertiary institutions, the
priorities are libraries (including multiple copies of standard textbooks),
equipment maintenance and repair, and consumables for laboratories and
workshops. At all three levels, but particularly for secondary and tertiary
education, maintenance of the physical plant is the second priot :y for
non-salary recurrent finance.



- 155 -

To get a rough sense of the volume of resources required, assume that
by 1988 there will be roughly 63 million African children in primary education,
16 million in secondary, and 0.5 million in tertiary, and further, that the
coat per student of providing an initial stock of materials is, respectively,
$9, $18, and $90. The start-up costs, incurred over three years, would
approximate 4900 million. Thereafter, roughly one-third of that amount would
be required annually to replace texts and ensure continued flows of
consumables; provision would also have to be made for expanding enrollments
(for example at 4%, 8%, and 0.52 annually for primary, secondary, tertiary
education, respectively). A reasonable target phased in over ten years (1991
to 2000) would be to have 60% recovery of replacement costs of materials from
primary students and their families, and 95% cost recovery for secondary and
tertiary materials. On these assumptions, the difference between replacement
requirements and amounts recovered would decline over the decade from $322
million to $134 million; the total non-recovered operational cost for that
decade would approximate $2.4 billion. BY the beginning of the next century,
then, the instructional materials shortfall in African classrooms can be
resolved for a total of about $3.3 billion. This _otal would equal 33% of
direct education aid under the pessimistic (and, indeed, unacceptable)
assumption that there will be no increase in aid flows over the thirteen year
period (1988-2000) from the 1981-1983 average annual amount. This level of
response would not seriously burden the capacity of the international
development assistance community.

Repair and maintenance of equipment and physical plant. The
contraction of public resources for education occasioned by the economic crisis
in Africa was typically first felt in the disappearance of budgeted funds for
the maintenance of capital assets -- physical plant and major items of
equipment. Maintenance was deferred so long that many countries now face an
immense burden of costly repairs. The situation is particularly serious with
respect to equipment for technical subjects in secondary and tertiary
institutions, but extends as well to such fundamental items as electrical and
water supply systems, sewage, lighting and ventilation systems, and even rocfs
and windows needed to provide basic protection from the elements. Precise
calculations of the financial requirements are beyond the scope of this paper.
A rough estimate (based on presumed costs of $500 per tertiary, $100 per
secondary technical, and $20 per general secondary student) suggests an order
of magnitude of $600 million. Contingent upon agreements in the context of an
overall education development program to ensure and protect a budget share
adequate to cover preventative maintenance in the future, international donors
should be willing to finance this backlog of necessary rehabilitation. In some
cases it will be more economical to replace obsolete equipment with
state-of-the-art items than to repair and then maintain the old.

(b) Aid for selective expansion

Progress towards universal primary education. Two aspects of
resuming the advance towards universal primary education are especially
appropriate subjects of international aid: getting the classrooms built and
assuring that students who will fill them are intellectually and physicse'ly
ready to learn.

In the context of rapid growth of the school age population and
continuing public austerity, sensible education development strategies will
need to encourage local communities to assume greater responsibility for
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financing primary school construction. Nevertheless, African governments can,
with the help of international aid, be vitally important supporting actors in
this drama. Leading candidates for (donor-financed) government assistance
include: applied research on low cost construction techniques; establishing
reasonable standards for use of space and materials; the training of school
construction foremen; supplying certain standard materials that are either
unavailable or priced much higher at the community level, and even paying the
salaries of some workers, such as construction foremen.

But much more importantly than this, in situations in which an African
government is vigorously implementing a comprehensive education policy reform
package that includes capacity expansion for primary education, international
donors should be prepared to disburse a reasonable portion of the funds
allocated in support of the overall program upon receipt of proof of phased
completion of classroom construction. More bluntly, the expansion of primary
education is so central to long-term African development that, even though aid
funds may not be the optimal source of finance for primary school construction,
the disbursement of those funds (to be used for the purchase of other inputs to
the education system, or even for general balance-of-payments support) should
be in some measure contingent upon successful performance in the program of
primary school construction.

In addition to classrooms, teachers, and instructional materials,
primary pupils need to have benefited from and continue to enjoy minimum
standards of health and nutrition in order for schooling to result in learning.
In view of the sobering record of childhood disease and malnutrition in Africa,
it is timely to delineate the parameters of the problem, assess the likely
implications for educational systems, and identify practical solutions.
Organization and support for such activity deserves international financial
assistance.

Staff development for the education system. The quality of staff is
obviously an essential ingredient to the quality of learning. For primary
education, more teachers will be required very soon if enrollment rates are to
be maintained and then grow. At the secondary level, significant expansion
will probably depend upon widespread utilization of new distance learning
technologies, for which a new style "teacher' will be needed. Cost-effective
systems of continuous in-service pedagogical support and training of teachers
at both levels take professional and financial resources to develop, and are
appropriate objects of aid.

For secondary and tertiary institutions in Africa, less concerned in
the short-run with expansion, new staff must be trained to replace expatriates;
and, in most countries, current staff with inadequate academic credentials and
insufficient professional experience need opportunities to upgrade their
knowledge and skills. Ultimately most of this activity should take place in
African universities. As a practical matter, however, much of the required
staff development for the tertiary system cannot be conducted in Africa for the
rest of this century. The requirements in this area extend far beyond
matriculation of African staff (present and prospective) in formal programs of
postgraduate (masters- and doctoral-level) study in donor universities,
although a sizeable expansion of opportunities in this regard is extremely
important. Whatever the form of staff development, international aid must
help to finance it.
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Distance education for secondary and tertiary education. Two ways of
using distance education -- radio correspondence schools and extramural
programs -- have been advanced as highly efficient mechanisms for expansion of
secondary and higher education. For successful implementation, both forms
depend on examination systems to assure quality and provide accreditation.
Radio correspondence schools bring students together in simple classrooms,
supervised by a community member, to follow lessons on radio and to work from
texts and exercise books; they are highly cost-effective for lower secondary
and secondary education. They enjoy the added attraction of making it possible
to provide learning opportunities in small communities, a powerful device both
for extending access to females and for reducing costly enrollments in boarding
institutions. Extramural programs differ from radio correspondence schools
principally in that they do not bring students together in supervised
classrooms; unit costs are thereby further reduced and the opportunity created
for individuals to continue their studies while employed. Extramural programs
typically rely heavily on print, but may also utilize radio and occasional
tutorial and laboratory instruction at a campus during evenings, weekends, or
vacation periods. Extramural programs are particularly suitable for in-service
and post-secondary education.

The international community can assist with the development of
distance education in three important ways. First, as individual countries
invest in radio correspondence schools and extramural programs, aid can
appropriately finance the capital costs and development of sound course
materials and the necessary examination systems. Second, a rich variety of
correspondence material is now available from universities throughout the
world. Most of this is for university level courses, but basic secondary
courses in mathematics and science also exist. As a partial substitute for
sending first degree students for study abroad, donor agencies could provide
the foreign exchange for individuals to enroll in extramural correspondence
courses without leaving their country. A good example of such a program,
tailored particularly for the needs of developing countries, is an M.Sc. course
in agricultural economics offered by an eminent British university.

Third, and most important, a number of donors could collaborate to
help finance an African distance teaching center. Such a center would serve
three main purposes: (i) it would provide a repository of experience and
expertise available to assist individual countries in establishing or improving
their own distance teaching capacity; (ii) it would prepare basic courses that
could be adapted at minimal expense by national authorities for their own use
(including, for specialized courses, for use in their conventional secondary
schools and universities); and (iii) it would offer extramural programs
directly, to at least a limited number of students, thereby strengthening its
own course development while also providing a service, especially to small
countries which are not in a position to invest heavily in this area
themselves. Among the possible organizational alternatives for such an African
distance teaching center would be to create it as a semi-autonomous entity,
rather like the International Institute of Educational Planning (IIEP), under
the UNESCO umbrella.

Training. International aid to training is now mostly of two quite
different sorts. First, in the context o- projects that donors help to finance
in all sectors, assistance is often provided to support the training of those
responsible for building, operating, or maintaining the project. Experience
with such 'project-related training" has been generally favorable, although its
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focus on discrete projects usually has precluded the longer-term attention to
building the capacity of local training institutions. Second, international
aid for training has supported the construction of vocationally oriented
secondary schools, usually for the purpose of providing graduates with specific
job skills for the agriculture, commercial, or industrial sector. While
evaluation of the economic impact of such schools is in its infancy, it is
known that industrial-sector technical schools (and to a lesser extent,
agricultural ones) are enormously expensive relative to more general education
in secondary-level mathematics and science and that the labor market outcomes
for students of those technical schools -- in terms of occupational placement
and earnings -- are often less successful than what was envisioned.

In this situation, there are three broad directions that international
aid should take to strengthen training. First, for projects outside the
education sector, increases in the proportion of resources devoted to
project-related training will have high payoff. At the same time, however,
attention must be given to the development of local training capacity in key
economic sectors; sector-related training investments, designed to build
institutional capacity, merit donor support. Second, aid for job-specific
training in secondary schools should concentrate on maximizing the utilization
of existing schools and minimizing their unit costs; all suc;1 assistance should
provide for rigorous evaluation to determine whether labor market returns are
in fact being realized. Third, and most important, international donors should
expand their support for development and utilization of training institutions
that serve employers and that are partially controlled and financed by them.
These institutions would provide training programs mostly for existing
employees or new hires whose initial job assignment has already been decided;
completion would be recognized with a certificate rather than an academic
degree; and the menu of course offerings would evolve with labor market needs.
Assisting in the development and financing of such employment-related training
institutions, in the context of an overall education sector development
program, is a high priority for international aid.

g 2panded caoacity for graduate education and research. Beyond
rationalizing the provision of first degree tertiary education, Africa must
intensify efforts to develop its own capacity to conduct research and to
provide postgraduate education and research training of world class standards
in fields central to African development. Leading candidates for attention in
this respect are agriculture and health (including the natural science
disciplines which underlie tlem), management (including the underlying social
sciences), and engineering.

Determining which institutions will be participants in postgraduate
programs of excellence, in which fields and at what levels will not be easy --
for African governments or for their international partners. Questions of
international and regional comparative advantage must be squarely faced, since
resources will never be forthcoming for every country in Africa or even for the
continent as a whole to develop capacity at the highest level in all fields and
subfields. Ultimately decisions must be made on a discipline-by-discipline
oasis and in light of an assessment of regional requirements. Sometimes an
institution serving as the site for a program of excellence in one field may
also need to be designated as the site for programs in closely related fields
with which professional interaction is crucial and for which facilities and



- 159 -

equipment may be shared. Scale and sustainability are crucial matters.
Fragmentation in spacc and time will defeat the purpose. Some
internationalization of management control and finance may provide prudent
insurance against such risks.

Here there is a strong case for African governments and donor agencies
to establish jointly some overall coordinating mechanism to ensure reasonable
efficiency in developing the programs of excellence concept. A useful first
step in this direction would be the appointment of a small but very high level
study group to consider the evidence and render a judgment on the feasibility,
desirability, organization, priority fields, and possible sources of finance
for a sustained effort to transform the quality of African postgraduate
education and research.

9.5 Call to action

The new era in international assistance for African education and
training should commence without delay. Donors and African governments need
now to come together to determine what concrete steps should be taken to
support adjustment, revitalization, and selective expansion of African
education. This paper will have served its purpose if it stimulatess African
governments to rethink policies for educational development, international
&*^encies to reflect on how their aid can be improved and enlarged, and all
parties to enter into a new partnership to provide Africa with the stock of
human skills indispensible for development in the next century.
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DEFINITIONS AND ACRONYMS

International Organizations

World Bank The term 'World Bank' as used in this paper reftrs to an
international lending institution comprised of the International Bank for
Reconstruction and Development (IBRD) and its affiliate, the International
Development Association (IDA). The common objective of these institutions is
to help raise standards of living in developing countries by channeling
rinancial resources from developed countries to the developing world. Lending
is only done for productive purposes that stimulate economic growth in its
Borrower countries, traditionally through development projects in capital
infrastructure. The World Bank's development strategy also places an emphasis
on investments that can directly affect the well-being of the poor in
developing countries by making them more productive and integrating them as
active partners in the development process.

IBRD The International Bank for Reconstruction and Development (IBRD) is the
World Bank affiliate that provides lending for projects in developing
countries that are at the more-advanced stages of economic and social growth.

IDA The International Development Association (IDA) was established as a
World Bank affiliate to provide assistance for the same purposes as the IBRD,
but priwarily in the poorer developing countries -- those with an annual per
capita gross national product of less than $791 (in 1983 dollars), on terms
that bear less heavily on their balance of payments than IBRD loans.

UNESCO The United Nations Educational, Cultural and Scientific Organization
(UNESCO) is a specialized agency of the United Nations responsible for
promoting collaboration among UN Member States through education, science and
culture. Its activities in education include promoting information exchanges
between countries, convening meetings of ministers of education, and prov3 ding
advisory services or carrying out, as part of its operational work, specific
practical projects in its Member States.

ILO The International Labour Organisation (ILO) -Is a specialized
intergovernmental agency of the United Nations that seeks to improve labor
conditions, raise living standards and promote produetive employment. Its
activities include research, advisory services and the provision of technical
assistance to UN Member States.

ADB The African Development Bank Group (ADB) is an international lending
institution that encourages economic development in its African Member States
by financing projects in the agriculture, transport, public utilities,
industry, education and health sectors.
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ECK The United Nations Economic Commission for Africa (ECA) is a regional
intergovernmental organization established in 1958 to foster the economic
development and integration of its Member States through concerted
intergovernmental cooperation to promote strategies for regional development.

Levels of Schooling

Prlmary Education, Basic Education The first level of education, in which
students follow a common curriculum. In "primary' education students receive
instruction in primary or elementary schools that are part of the formal
education system. These schools span grades 1-4, 1-5, 1-7 or 1-8, with
curricula of communication, mathematics and science. "Basic" education
generally refers to instruction in literacy and numeracy skills for
out-of-school youths and adults.

Secondary Education Secondary education requires at least four years of
primary preparation for entry. Curricula at this level are either of a
general academic nature or oriented to the teaching of job-related skills.
Through a "general' curriculum students follow an academic program
that typically leads to admission to a post-secondary institution; under both
'technical/vocational' and 'agricultural' curricula students are prepared for
direct entry into a trade or occupation. This level may span any subset of
Grades 5-12.

Post-Secondary. Tertiary. Hixher Level Education Education at this level
requires, as a minimum condition of entry, the successful completion of
education at the secondary level or proof of equivalent knowledge or
experience. Instruction is given in varied types of institutions such as
universities, vocational/technical training institutes, and teacher training
institutes.

General Tens

Corresgondence Education A type of distance education through which students
receive textbooks for individual study in their homes and supplementary mass
media broadcasts on the subject matter. Each textbook includes exercises to
be completed and mailed to a postal tutor for marking and providing individual
feedback to the student.

Curriculum A set of courses in a field of study, often constituting an area
of specialization at the higher levels of the education cycle.

Distance Education. Distance Teaching An education delivery system that uses
a variety of media and a system of feedback to provide education to people who
are unable to attend traditional schools. Distance education usually involves
a combination of media broadeasts, use of printed materials by the student,
and some kind of face-to-face study. Distance teaching programs can range
from in-school programs in which broadcasts are used to supplement learning
activities in the classroom, to out-of-school programs such as "correspondence
lessons" in which students may never meet their tutors and may have little or
no contact with the regular educational system.

Diversified Secondary Education Education at the secondary level adapted to
the expected roles of school leavers through the introduction of practical or
occupational subjects into an otherwise completely academic program. Two
models are prevalent. The first introduces practical subjects (industrial
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arts, home economics, agriculture) at the lower secondary level to provide
prevocational orientation and to develop a positive attitude toward work. The
second includes a general academic stream plus one or more specialized
occupational streams, usually at the upper secondary level, depending on the
economic life of the surrounding area.

Enrollment Ratio School enrollment, both public and private, as a percentage
of a given population age group. A gross enrollmet.t ratio is the total number
of students enrolled at a given educational levci divided by the population of
the age group for that level. This ratio may include under-age and repeater
students. A net enrollment ratio is calculated by using only that part of the
total number of students enrolled that corresponds to the specific age groups
defined for that level.

Equivalency Program A teaching program that provides opportunities for
education to students who would otherwise be unable to attend formal schools
and that emphasizes the acquisition of knowledge rather than the place where
the knowledge is acquired. Equivalency programs exist for all levels of
schooling.

Extramural Degree (Certificate), External Degree (Certificate) A degree
(certificate) awarded by a university to students participating in equivalency
programs iA which students study the curriculum on their own without
attendance at formal classes.

External Examination An examination set by an organization outside of the
individual school, and independent of it, that is administered to a large
number of students from different schools, to allow comparison of results
across schools.

Incomplete School A school that does not have the full number of grades for
the level of education provided.

Nonformal Education Education and training for out-of-school youths and
adults in classes, courses, or activities intended to promote learning but not
constituting part of the formal school system and not leading to formal
qualifications such as diplomas or specific trade standards. Nonformal
education typically concentrates on short programs of a few months duration.

Non-Governmental Organization (NGO) A non-profit organization with private
membership that provides development assistance. Also called Private
Voluntary Organizations (PVOs), the NGOs include foundations, lay and
religious aid associations, and non-governmental cooperatives.

Technical Education Training in specialist skills for the higher-level
skilled worker, typically in pre-employment training institutions such as
polytechnics. Administration of technical education is commonly the
responsibility of ministries of education, labor or employment, or comes under
the authority of specific industries. Courses of study under technical
education usually include a general education component.

Training Instruction in job-related skills to prepare students for direct
entry into a trade or occupation. Such instruction can take place in training
centers, through apprenticeships, and/or at the place of employment
("on-the-Job" training).
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Vocational Education Training in craft or trade skills for the semi-skilled
worker that is typically school-based and under the direction of ministries of
education.
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FOOTNOTES

Introduction

1/ Most of the discussion and all of the Africa-wide statistics in
this paper refer to just 39 countries south of the Sahara. Whenever the term
"Africa" or 'African" is used, it refers only to these countries and their
residents. The Statistical Annex to this paper lists and provides full
comparative information on these 39 countries. Excluded from the Annex tables
are statistics on Namibia and South Africa; on the North African countries; and
on six emall countries with populations of less than one half million people in
1983 (Cape Verde, Comoros, Djibouti, Equatorial Guinea, Sao Tome and Principe,
and Seychelles)t for which only the most Lasic information is provided (in
Annex Table C.1). For the other countries socio-economic statistics are given
through 1984, but internationally comparable educational statistics were
available only through 1983. This is an unfortunate end-year since, in many
respects, 1983 was the worst year of the economic crisis, and it is possible
that a number of educational indicators have subsequently begun to improve.

2 For broader analysis than could be included in this paper on
education strategies, several important documents are available. The 'Lagos
Plan of Action,' adopted by African Heads of State under the auspices of the
Organization of African Unity (OAU) in April 1980, analyzes Africa's problems
and puts forward a comprehensive plan for addressing them (OAU, Lagos Plan of
Action for the Economic Development of Africa, 1981]. In accordance with the
policies set forth in this plan, the OAU met again and agreed to a set of
activities and priorities; these were spelled out in a second document (OAU,
Africa's Priority Programme for Economic Recovery, 1985]. Subsequently, the
U.N. General Assembly adopted a set of resolutions pertaining to African
-..velopment [United Nations, Programme of Action for African Economic Recovery
and Development, 1986]. Concurrently with these efforts, the World Bank has
published its own series of special reports on macroeconomic issues and
development requirements for Africa. The first in this series, Accelerated
Development in Sub-Saharan Africa, was released in 1981; the fourth and most
recent, Financina Adjustment With Growth in Sub-Saharan Africa, appeared in
1986.

Chapter 1

V1 The gross enrollment ratio divides the enrollment by the total,
male and female, population of school age. The official age range differs from
country to country depending on the structure of the education system. The
gross enrollment' ratio is an accurate measure of the school system's ca-acitv
relative to the school age population. By including students who are outside
the official age range, however, it overstates the percentage of this
population that is actually enrolled. The net ratio, which excludes overage
and underage children, is conceptually superior, but generally this information
is not available. Problems with gross enrollment statistics are further
discussed in the Technical Notes pertaining to Annex Tables A.7-A.9.
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2V The numbers Qf schools and teachers in this paragraph and the next,
while based on the figures in Annex Table A.10, reflect reasonable assumptions
about missing data in the table.

V UNESCO local-currency expenditure figures were inflated to reflect
1983 prices using country-specific GDP deflators and then converted to U.S.
dollars using official 1983 exchange rates.

41 This probably overstates somewhat the decline in "real" education
expenditure since, in most Afric;n countries in recent years, teachers'
salaries (which comprise approximately 902 and 702 of recurrent expenditure in
primary and secondary education, respectively, and above 502 in tertiary) have
not gone up as rapidly as prices in general as reflected in the GDP deflator.

Al In terms of weighted means, as distinct from medians, education's
share went from above 162 throughout the 1970. to below 121 in 1983. This more
precipitous drop in education's share of expenditure after 1980 reflects, to a
very large extent, what was happening in a single large country -- Nigeria.
See Annex Table A.14.

6 This figure includes a small part -- about 32 -- from the
International Bank for Reconstruction and Development (as distinct from the
International Development Association) of the World Bank Group and from the
African Development Bank (as distinct from the African Development Fund) that
was given in the form of -.arket-rate loans. All of tho remaining 97% can be
counted as concessional aid to African education.

Chapter 2

11 Africa's high population growth rate reflects the fact that
mortality rates have declined very rapidly in recent years while fertility
rates remain, for the most part, at the same high levels that prevailed
historically. In 1960 the crude death rate in sub-Saharan Africa was 25 per
thousand and the crude death rate 49 per thousand. By 1983, owing to
significant improvements in health care, the death rate had fallen to 17 per
thousand, but the birth rate remained practically unchanged. Birth rates
actually increesed over this period in a handful of countries.

V In technical terms, the rate of return is the discount rate that
equates the present value of the economic costs and benefits of an investment.
Private rates of return to education are calculated using after-tax earnings
differentials and only those educational costs that are actually borne by
students and their families. Social rates of return, which are more useful for
public policy, are baosd on before-tax earnings differentials and on
educationa's full resource costs. The full costs of education equal the sum of
all private costs plus any subsidies given.

Chapter 3

11 Although comparative education data more recent than 1983 were
unavailable for the purposes of this report, there is evidence of some economic
recovery in the period since 1983, and this may have led to some recovery in
enrollments.
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2 This becomes less true as one moves up the educational ladder. At
the tertiary level, in fact, per student expenditure is on a par with that in
the industrialized countries -- see Sect.ion 6.2(c).

V Expenditure per higher education student in constant dollars for
the median country was $2,462 in 1970, $3,090 in 1975, $2,798 in 1980, and
$2,710 in 1983. The weighted mean of expenditure per student did fall sharply,
from $6,461 in 1975 (for 23 countries where information was available) to
$2,365 in 1983 (for 28 countries), but most of this decline was accounted for
by Nigeria, a large country where central government expenditure fell from
$14,621 to $2,181.

Chapter 4

11 A fourth way to reduce pupil-teaciier ratios, theoretically, is to
reduce the number of teachers in each class. It is assumed, however, that each
primary school class is taught by only one teacher and that this parameter,
therefore, cannot be further reduced.

21 An increase of the proportion of the public education budget
allocated to the primary subsector does not mean that public expenditures on
secondary and higher education must necessarily decline in absolute terms; they
can remain the same or even go up while primary education's share is going up,
so long as the total public budget is growing. As argued in Chapter 6,
however, most of the increase in total resources for higher education, which is
urgently required in most countries, will have to come, not from growth of the
public budget, but rather from increased private financial contributions to the
subsector.

Chapter 5

-/ It is worth remembering that virtually none of the now developed
nations of Europe and North America had secondary enrollment ratios above 10%
at the beginning of this century, and for the most part, ratios above 20% were
achieved only in the post-World War II era.

2V The reader should be reminded that comparisons of educational costs
across countries are fraught with problems. The problems here are over and
above those associated more generally with the use of exchange rates to convert
local currency figures into U.S. dollars for purposes of making international
comparisons. In education, the collection of statistics has evolved largely as
a by-product of education administration and not as a consequence of a policy
concern to analyze and control costs. This explains why data on students,
teachers, and physical facilities, while certainly not adequate (cf. Box 1.1),
are nevertheless much more plentiful than data on educational costs and
financing. Great caution must be exercised, therefore, when using the cost
data now available as a basis for formulating policy.

31 Other seriously underrepresented groups include the children of
families living in very remote rural areas, especially nomads, and the children
of political and economic refugees. This last group is, unfortunately, a
rapidly growing and often neglected element in today's Africa.
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41 The only real exceptions, where females comprise above 45% of
secondary enrollments, are Lesotho, Botswana, and Swaziland (in these threet
virtual parity had already teen achieved by 1960), Mauritius and Madagascar. In
five more countries -- the Congo, Gabon, Kenya, Sudan, and Zimbabwe --females
now comprise between 40% and 45% of enrollments.

Chapter 6

11 The comments in this chapter on the costs and financing of higher
education a-e based on robust empirical evidence. Findings on higher education
outputs, however, must be offered more in the nature of hypotheses worthy of
intensive efforts in individual countries to gather and analyze the data
necessary for validation or rejection, than as incontrovertibly demonstrated
facts. Except for simple head counts of graduates, talere is presently a dearth
of reliable data on the levels of outputs from the higher education system and
especially on changes in those levels over time. African governments and their
international partners in development should launch the necessary data
generation and analytic activities, and be prepared to act promptly on their
results.

Chapter 7

11 The "headteacher" is used throughout this chapter to refer to the
headmaster or headmistress of a primary school.

Chapter 9

13 UInternational aid' as defined in this paper comprises all flows of
resources, financial and in-kind, originating from "Western" (OECD and OPEC)
bilateral and multilateral sources and containing a 'concessional" element of
at least 25%. It includes, therefore, in addition to grants, all loans
carrying repayment terms that are sufficiently below what would be attainable
commercially for the grant component to exceed 25%. Escluded under this
definition are non-concessional loans from Western governments and the
multilateral banks (the World Bank and the African Development Bank) and, of
course, all loans from private commercial banks. Also excluded from this
definition are all flows from East Bloc countries (which do not routinely
divulge the pertinent figures) and flows from private, non-governmental
organizations. Non-concessional and East Bloc aid accounted for only about 7%
of flows to the education sector in 1981-83, so the definition of aid used here
encompasses virtually all flows. However, data on aid flows are not notable
for their accuracy or consistency, and the figures given here should be
interpreted as giving rough approximations rather than exact magnitudes.

21 If one adds to this amount the aid flows from non-Western
governments (the East Bloc, plus Egypt and India), those from private,
non-governmental organizations, and the non-concessional flows from the,
multilateral banks ("hard' loans from the World Bank and African Development
Bank), the grand total of external flows to African education and training
comes to nearly $1.6 billion annually. This is the equivalent of about 17% of
African domestic public expenditure on education.
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V The inconsistency between Tables 9.2 and 9.4 in the breakdown of
direct education aid between capital and recurrent expenditures is due to
differences in the sources for the two tables and in the way tiese sources
treat technical assistanc*l some technical assistance, used for
capacity-building purposes, is classified by some sources as an invostment item
rather than as recurrent expenditure.

41 For reasons noted in the second paragraph of section 9.1 above, it
is likely that these figures do not give a completely accurate picture of
current reality, althouph the overall conclusion would probably not change even
with Aore complete data.
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INTRODUCTION

This three-part statistical annex provides information on
principal features of educational, social and economic development for 39
countries in sub-Saharan Africa. Excluded are Namibia and South Africa,
all North African countries, and (with the exception of one table) six
countries with populations of less than one-half million people in 1984
(Cape Verde, CoGoros, Djibouti, Equatorial Guinea, Sao Tome and Principe,
and the Seychelles).

The education indicators in Part A were caiculated from data
supplied by UNESCO and supplemented with information from World Bank data
files and country documentation. The social and economic indicators in
Part B are collected annually by the World Bank on its developing member
countries, and the tables in that annex were prepared in collaboration with
the Economic Analysis and Projections Department and the Population,
Health and Nutrition Department of the World Bank. The data presented in
Part C supplement or summarize those displayed in Parts A and B.

Although considerable effort has been made to standardize the
data, nevertheless, statistical methods, coverage, practices and defini-
tions differ from country to country. Moreover, weaknesses in developing
countries' statistical systems limit the availability and reliability of
the data. The indicators should, therefore, be used to characterize the
trends and major differences between countries and country groups rather
than to show precise quantative measures of those trends and differences.

The format of Parts A and B follows that used in the Bank's World
Development Report. Countries are classified into two major economic
groups -- low-income and middle-income economies. The 25 countries with
per capita incomes of less than $400 are classified as low-income
economies. The 14 middle-income economies are those with per capita
incomes of greater than $400. The economies are further classified to
distinguish low-income semi-arid from other low-income economies and
middle-income oil exporters from middle-income oil importers.

Within each economic group, countries are listed in ascending
order of income per capita with the exceptions of Chad, Mozambique and
Angola for which per capita income could not be calculated. The
alphabetical list in the key on the next page shows the table reference
number of each country.

Summary measures of all indicators appear in the bands wit...ln
each table. The letter w following a s=mmary measure indicates a weighted
mean; the letter m, a median; and the letter t, a total. Readers should
exercise caution in comparing the swtmary measures for different
indicators, groups, and years or periods. Data coverage is not uniform
for all indicators, and variations around central tendencies can be large.
The technical notes, which outline the methods, concepts, definitions and
data sources, should be referred to before using any of the data.
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The tables also provide summary measures for countries grouped by
languase. Those that could not be classified as either Anglophone or
Francophone are included in the 'Other' category.

The Annex also contains maps which have been prepared for the
convenience of the reader. The denominations used, and the boundaries
shown do not imply any judgment on the legal status of any territory or
any endorsement or acceptance of such boundaries on the part of the World
Bank and its affiliates.
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almi3T C&L LIST OF COUNTRIES AND KEY TO TABLES

------------------------------------------------------------------- __------

In each annex table, countries are listed in their economic group
in ascending order of GNP per capita except for Chad, Mozambique and
Angola for which no GNP per capita could be calculated. The reference
numbers in the alphabetical list below reflect the order in the tables.
----------------------------------------------------------------- __--------

Angola 39 Malawi 9
Benin 17 Mali 1
Botswana 33 Mauritania 26
Burkina Faso 2 Mauritius 34
Burundi 12 Mozambique 25
Cameroon 36 Niger 3
Central African Rep. 15 Nigeria 35
Chad 6 Rwanda 18
Congo 37 Senegal 24
Cote d'Ivoire 30 Sierra Leone 20
Ethiopia 7 Somalia 5
Gabon 38 Sudan 23
Gambia 4 Swaziland 32
Ghana 22 Tanzania 11
Guinea 21 Togo 14
Ouinea-Bissau 10 Uganda 13
Kenya 19 Zaire 8
Liberia 27 Zambia 28
Lesotho 29 Zimbabwe 31
Madagascar 16
--------------------------------------------------------------- ___----------

In the tables, the following symbols are used:

Not available.
(. ) Less than half the unit shown.
.1. Data included in another category.
* Data are for a year other than that specified.
+ Estimated or provisional data.

w Weighted mean.
m Median.
t Total.

Due to rounding, the totals and sub-totals shown in the tables
may not correspond to the sums of their components.
----------------------------------------------------------- __-------------
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COUNTRIES CLASSIFIED BY LINGUISTIC AND ECONOKIC STATUS

------------------------------------------------------------- __-----------

Francophone Antlo)hone Other
(nm18) (n-16) (n=5)

-------------------------------------------------------------------- __----

Low-income semi-arid (n=6)
------------------------------------------------------------- __-----------

2 Burkina Faso 4 Gambia, The 5 Somalia
6 Chad
1 Mali
3 Niger

--------------------------------------------------------------------- __---

Low-income other (n-19)
---------------.---------------------------- _-------------------__--------

17 Benin 22 Ghana 7 Ethiopia
12 Burundi 19 Kenya 10 Guinea-Bissau
15 Central African Republic 9 Malawi 25 Mozambique
21 Guinea 20 Sierra Leone
16 Madagascar 23 Sudan
18 Rwanda 11 Tanzania
24 Senegal 13 Uganda
14 Togo
8 Zaire

--------------------------------------------------------------------- __---

Mid4le-income oil importers (n=9)
--. _---------------------------------------------------------__-----------.

30 Cote d'Ivoire 33 Botswana
26 Mauritania 27 Liberia

29 Lesotho
34 Mauritiu,.
32 Swaziland
28 Zambia
31 Zimbabwe

----------------------------------------------------------------- __-------

Middle-income oil exporters (n5)
------------------------------------------------------------- __-----------

36 Cameroon 35 Nigeria 39 Angola
37 Congo, The
38 Gabon

-------------------------------------------------------------------- __----
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LIST OF MAPS

Total population, 1984

Population density, 1984

Language groups, 1984

Income groupings, 1984

Enrollment in primary schools, 1960

Enrollment in primary schools, 1983
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LIST OP TABLES IN PART As
EDUCATION INDICATORS"

Table 1. Primary enrollment

Total primary enrollment [ J average annual growth rate t 3 percent
female

Table 2. Secondary enrollment

Total secondary enrollment t 1 average annual growth rate t 1 percent
female

Table 3. Distribution of secondary enrollment by type of education

Percent of students enrolled in gezeral secondary I 1 in teacher training
- ] in vocationalitechnical schools [ I Percent of female secondary
students enrolled in general secondary t 3 in teacher training [ ] in
vocational/technical schools

Table 4. Tertiary enrollment

Total tertiazy enrollment [ ] average annual growth rate t ] percent
female

Table 5. Distribution of tertiary enrollment by field of study

Percent of tertiary students enrolled in Arts t ] in Sciences f ] Percent
of female tertiary students enrolled in Arts [ ] in Sciences

Table 6. Total enrollment

Total enrollment ( ] average annual growth rate [ ] percent female

Table 7. Primary enrollment ratios

Number of primary students enrolled as a percent of age group t 1 total
t I male I ] female

Table 8. Secondary enrollment ratios

Number of secondary students enrolled as a percent of age group t ] total
t 1 male t 1 female
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Table 9. Tertisry enrollment ratios

Number of tertiary students enrolled as a percent of age group 1 ] total
1 1 male t ] female

Table 10. Teachers and schools

Number of teachers I 1 in primary schools t 3 in secondary schools
t ] Number of primary schools t ] Number of primary students per school

Table 11. Student-teacher ratios

Number of students per teacher I ] in primary schools [ ] in secoiidary
schools I I in tertiary education

Table 12. Student flow and efficiency indicators

Repeaters as a percent of total enrollment t I in primary schools t ] in
secondary schools I I Survival to the final grade of primary school
t I Cost per primary completer C ] Progression from primary to secondary
school

Table 13. Percentage of students enrolled in private schools

Percentage of students enrolled in private schools t I for primary
education I for secondary education

Table 14. Total public expenditure on education

Total public expenditure on education t ] average annual growth rate t
as a percent of total government expenditure C I as a percent of GNP

Table 15. Distribution of total public expenditure on education by
component (recurrent or capital)

Recurrent expenditure on education as a percent of total public
expenditure on education 1 I average annual growth rate t I Capital
expenditure on education as a percent of total public expenditure on
education [ I average annual growth rate

Table 16. Public recurrent ezpenditure on education by level of
education

Percent of public recurrent expenditure allocated to primary education
t I to secondary education I 3 to tertiary education
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Table 17. Public recurrent expenditure per primary pupil

Expenditure per pupil C I as a percent of GNP per capita £ I Expenditure
per pupil on teaching materials

Table 18. Public recurrent expenditure per secondary student

Expenditure per student ( ] as a percent of GNP per capita t ] Expenditure
per student on teaching materials

Table 19. Public recurrent expenditure per tertiary student

Expenditure per student [ ] as a percent of GNP per capita

Table 20. Distribution of primary public recurrent expenditure by purpose

Percent primary recurrent expenditure allocated to administration
( 3 teachers' emoluments [ 3 teaching materials ( ] scholarships
t ] welfare services

Table 21. Distribution of secondary public recurrent expenditure by
purpose

Percent secondary recurrent expenditure allocated to administration
[ ] teachers' emoluments [ 3 teaching materials t 3 scholarships
1 ] welfare services

Table 22. Distribution of tertiary public rec.u.rrent expenditure by
purpose

Percent tertiary recurrent expenditure allocated to administration
[ ] teachers' emoluments t ] teaching materials t ] scholarships

] welfare services

Table 23. Primary and secondary teachers' average salaries

Teachers' average salary [ ] in primary schools [ ] in secondary schools
[ ] as a multiple of income per capita

Table 24. External aid to African education and training by donor group,
1981-83 average

Amount to education sector £ ] to project related training [ 3 cost of
hosting African studnts abroad [ ] Total education aid [ ] as a percentage
of all external education aid to Africa
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Table 25. Concessional education sector aid from OECD and OPEC members
by recipient country, 1981-83 average

Non-capital education sector aid t ] as a percentage of recurrent
education budget [ 3 percent going to females [ ] Capital education sector
aid I I as a percentage of capital education budget ( 3 Total education
sector aid t 3 as a percentage of total external aid [ 3 Education aid per
capita

Table 26. External education sector aid from OECD and OPEC donors by
level and type of education

Amount in dollars t ] Percentage for primary [ ] for secondary [ 1 for
tertiary education t I Other

Table 27. External education aid from OECD and OPEC donors by purpose

Amount in dollars [ ] Capital [ ] Technical assistance t ] Fellowships
( ] Operating costs and supplies t 3 Non-specified

Table 28. External public debt of the education sector

External education debt outstanding and disbursed [ ] Education debt
service profile
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LIST OF TABLES IN PART Bs
"ECOKOMIC AND SOCIAL INDICATORS*

Table 1. Basic Indicators

Total population A ] Area C ] GNP per capita [ ] Inflation C 1 Life
expectancy

Table 2. Lsnguages of Sub-Saharan Africa

Number of languages I ] Principal languag.is [ ] Languages used for
instruction in 1 ] lower primary t 3 upper primary t ] post-secondary
education

Table 3. Population growth and projections

Population growth [ ] Population size [ I Hypothetical size of stationary
population I I Assumed year of reaching net reproduction rate of 1
1 I Population momentum

Table 4. School-age population growth and projections

School-age population growth C ] School-age population size 1 ] primary
1 I secondary I 3 as a percentage of total population

Table 5. Demography and fertility

Crude birth rate C I Crude death rate [ I Total fertitity rate

Table 6. Urbtdstation

Urban population as a percentage of total population [ ] Growth of urban
population [ ] Percent in largest city I ] in cities of over 500,000
persons [ ] Number of cities of over 500,000

Table 7. Labor Force

Population of working age [ 3 Labor force in agriculture i ] in industry
t 1 in services t ] Growth of the labor force

Table 8. Growth of production

GDP I I Agriculture 1 ] Industry M ] Manufacturing C ] Services
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Table 9. Central governent expenditure

Defense [ ] Education [ ] Health C ] Housing [ 1 Economic services
1 ] Other I 1 Total expenditure as a percentge of GNP [ 1 Overall
surplus/deficit as a percentage of GNP

Table 10. Disbursements of official development assistance

Net disbursements t I per capita t I as a percentage of GNP

Table 11. External public debt service ratios

External public debt outstanding and disbursed 1 ] as a percentage of GNP
[ I Interest payments on external public debt t ] Debt service as a
percentage of GNP t I as a percentage of goods and services
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LIST OF TABLES IN PART C:
"SUPPLEMENTARY AND SUMMARY TABLES*

Table 1. Selected Comparative Statistics for Countries with Populations
Under One-Half Million People

Population [ 3 GNP per capita I ] Percent of GNP devoted to education t ]
Percent adult literacy l 3 Percent gross primary enrollment rate ( I
Progression rate from primary to secondary [ ] Percent females in total
enrollment

Table 2. Enrollments in sub-Saharan Africa

Number of students [ ] Index numbers [ ] Average annual growth rate t ]
Gross enrollment ratio

Table 3. Estimated Average Years of Education Attended by Working Age
Population

Total [ ] 1970 f ] 1975 ( ] 1980 ( ] 1983

Table 4. Literacy

Rates of literacy [ ] 1962 ( ] 1985

Table 5. Cross-National Comparisons of Achievement in Mathematics,
Reading, and Science

Industrial market economies [ ] Upper middle-income economies [ I Lower
middle-income economies ( I Low-income economies

Table 6. Countries Grouped by Gross Primary Enrollment Ratios

Gross primary enrollment ratio [ ] Enrollment growth rate minus growth
rate of school-age population t 3 Repeaters as percentage of primary
enrollment ( ] Females as percent of primary snrollment ( ] Pupil-
teacher ratio [ I Public recurrent expenditure per pupil [ 3 Public educa-
tion expenditures as percent of total expenditures [ I Public recurrent
expenditures on primary education as percent of total public recurrent
expenditures on education



- 193 -

Table 7. Enrollment Characteristics and Education Expenditures by
Secondary Enrollment Groups

Gross secondary enrollment ratio ( ] Rate of seconAary to primary
enrollments [ ] Progression rate from primary to secondary ( I Females as
percent of secondary enrollments [ ] Public expenditure on education as a
percent of GNP t ] Secondary as percent of public recurrent expenditure on
education

Table 8. Unit Cost Indicators by Secondary Enrollment Groups

Public expenditure per secondary student ( 3 in constant 1983 drlla,s [
as percent of GNP per capita ( ] as multiple of expenditure pet primary
pupil [ ] Secondary student-teacher ratio [ I Secondary repetition rate

Table 9. Percentage of Nationals Among Teaching Staff in Post-Primsry
Education
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Mow welled as A psrcstaqp of ap gras

1960 1970 5990 1993 Al 1960 1970 1990 191 a/IN 1960 190 1980 903 Al

a .2 0.6 0.9 5.1 0.3 0,9 1.4 1.6 0.5 0.2 5.3 0.3
Los-ssca KcaOhM" a 0.2 0.5 0.6 0.9 0.3 0.7 5.0 1.5 0.5 0,5 0.2 0.3

a . 0.3 0.4 0.7 0.3 0.6 1.3 . . 0.1 0.2
L-Iisao Nsm-eWi a 0.3 0.3 0.6 * 0.3 0.5 5.0 . 0.5 0.1 0.2

Iul . 0.2 0.3 0.9* 0.3 0.5 1.3* I.) 0.5 0. 2'
2 DWt3Aa FMa 1.1 0.3 0.6 . 0.1 0.5 0.9 * .5 0.1 0.3
SIt . . 0.3 0.5 0.5 0.8 . . 01 0.2
* Stats., h 
S5saaia . 0.4 0.; 0.; O. ; 0.7 I. ; . 0.1 0.1 0.1
6 6sd . .. 1.2+ 1 .0. 2.4. . .$ 41.f

a 0.2 0.6 1.0 1.1 0.3 5.0 1.5 1.6 0.5 0.2 0.4 0.4
Las'usca ether * 0.2 0.5 0.9 1.1 0.3 0. 2.6 5.8 0.5 0.2 0.3 0.3

I fthiop3a . .2 0.4 0.5 * 0.4 0.6 1.0 * (.1 0.2 0.5
3 alars 0.1 0. 7 1.2 1.2 0.1 1.3 2.0 2.1 5.) 0.5 0.2 0.2
9 HwaSts 0.3 0.4 0.4. 0.5 0.7 0.7* 0.5 0.2 0. 7*

50 euae-Bsm . . . .

I1 Tawlat O . .; 0.; O .3 0.5 0.; O .5 0.5 0.1
12 uis . 0.2 0.6 0.6 * 0.3 0.9 0.3 (. 5 0.3 0.3
i3 Ugaeia 0.2 0.5 0.5 0.4. 0.4 0.8 0.0 0.9" 0.1 0.2 0.2 9.31
14 la" 0.5 2.2 1.7 * 0.9 3.8 2.9 * 0.5 0.6 0.5
13 Castrad Oricte Isp. 0.1 0. i.2 0.02 1.7 2.2 . .) 0.5 0.2
IbNaiaoau 0.2 5.0 3.1 .3.5 0.2 1.3 3.0 4.2*, 0.5 0,6 5,7 2. 6*
57 Ilast 0.5 5.3 2.0* 0.3 2.5 .3.5 , 0.5 0.7*1
toboa"a CZ4 0.3 0.3 * 0.4 0.5 0.5 . 0.5 0.5
59 Kmya 0.; 0.3 0.9 0.9 0.2 5.5 5.5 1.5 5.) 0.2 0.4 0.3
20 Sierra Laoe 0.1 0.5 0.6 0.6. 0.2 0.8 1.0 5.0. . 0.5 0.2 0.2.
25 bado". 0.6 4.4 3.0* 1.0 7.2 4.8* 0.1 5.7 5. U
22 86.. 0.2 0.3 5.5 5.6 0.4 1.3 2,4 2.3 0.1 0.2 0.6 0.6
23 two. 0.4 1.2 1.8 2.1* 0.7 2.0 2.5 3.1* (.) 0.3 0.J 1.2*
24 Imegl 0.5 1.5 2.8 2.2 0.3 2.4 4.5 3.6 0.2 0.5 5.0 0.9
2SHRn 4aiaa 0.3 0.1 0.5 0.3 0.1 0.5 0.2 0,1 0.5

a 0.2 0.9 1.9 2.1 0.3 5.4 2.8 2.9 0.1 0.4 5.1 1.2
fliosSs-secous oil apte te* a 0.1 0.9 5.6 2.5 0.3 1.4 1.6 2.5 0.1 0.3 5.1 0.9

26#WOU3aa. 0.4 0.4* 0.7 0.8* 0.1 0.5*
27 Liberia 0.; 0.9' 2.9 2.1 0.8 5.5 4.3 3.2 0.2 0.4 1.6 1.1
21 M3 Zas 0.4 1. 1.6* 0,7 2.3 2.5* 0.5 0.7 0. 7#
29 uLaueO 0.2 0.4 5.3 2.2 0.3 0.6 5.6 1.9 0.1 0.3 2.0 2.5
30 Coto dIesars 0.5 0.9 2.9 2.4* 0.2 1.4 4.6 3. 7* (.5 0.3 1.5 0.9*1
35 1154am 0.1 5.2 1.3 2.6 0.2 1.4 1.6 3.5 0.5 5.0 5.1 2.2
52 s1itas . .6 3.9 3.0 4 0.8 4.8 3.6 0.4 3.5 2.5
33 kFM. . 1.5 1.6 . .4 1.8 0.9 0.4
34 Usitsa 0.1 2.6 1.5 0.6- 0.3 5.1 5.4 0.8 O. .2 0.7 0.4

a . .5 1.9 2.0 * 0.8 2.3 2.6 * 0.5 0.4 0.4
lsddie-sag ail l aserer e 0.5 2.2 2.1 * 0.3 3-5 4.0 * 0.1 0.7 1.0

23 lkesa 0.2 0.5 2.2 2.~ 0.43 0.3 3.7 . 0.5 0.7
3l caw=sa 0.5 1.5 5.6 , .0 2.6 2,9 * 0, 0.4 0.;
37 Clapm We's lap. 0.4 1.7 5.6 6.40 0.3 3.3 9.6 50.5* 0.5 0.2 1.6 1.6*
UlO MD 0.2 2.2 3.3* 0.4 3.5 5.0* 0.5 1.0 5.7*
39 boagl !. . 0.5 0.4* 0.6 0.5 0.6. 0.4 0. 0.1*

a 0.2 0.4 1.2 1.4 0.3 0.9 1.6 1.3 0.1 0.2 0.4 0,4
k454wns Wfigas 0.2 0.5 5.5 1.2 0.3 3.8 1.6 2.0 0.1 0.2 0.5 0.4

* 0.2 0.6 1.4 5.6 0.2 1.5 2.1 2.4 0.5 0.2 0.4 0.4
frasuspt.sucasrse 0.2 0.5 1.3 1.4 ~ 0.2 0.9 2.5 2.7 0.5 0.1 0.4 0.4

a 0.2 0.6 5.3 1.5 0.4 5.0 5.6 5.8 0.5 0.2 0.5 0.6
klaglalus ceastra a 0.2 0.6 1.3 5.6 0.3 0.8 5.6 1.9 0.1 0.2 0,7 0.6

* 0.3 0.4 0.4 * 0.4 0.6 0,7 * 0.5 0.1 0.5
othe a . 0.4 0.4 0.5 0.5 0.7 0.8 0,2 0.5 8.1

Sate Fer iota aaaaalzty to cows"ag, me the tucisacal situ.

a.Figero ait as astera awe far 5992 thes aith a crass aet estaatas. la the tauhaigal atos.
Flgers fr Igatei NWE hidAu aro 1904.
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Tall t0. Iel.cfs ad Klschm

1.acp NN4W of 4410W of
(theeSBi frim" friar

Priar gas"" (thPurds) i Kw

9* 2 96i 90 93 ai 29*0 53 d 19*0 196

* 12 273
Lowism cmmesa t 1IJ U ? 29 14t 41 0e 141 246

* 247 201
Lwiatcamot-uid t 5 31 1 12 2 7 I n3 220

2 Nai 2.4 7,9 6.3 4.5 0.4 2.26 162 225
2 lutisa Fo 1.5 4.1 0.2 1.5 0.4 1.2 142 231
3 lItp 0.4 4.9 0.1 1.1 0.3 1.7 39 147
4 OUi, Twh 0.2 2.4 0.1 0.e 0.1 0.2 70 303
1 bala 0.0 9.S 0.1 3.0 0.2 1.3 114 170
4 Xad 0.6 4.5 0.1 . 0.3 1.2 241 240

* 123 20
Lslugi thv t 14 22 20 122 3 n3 143 249

7 fthi*a 4.6 44.7 2. 13.2 1.1 7. 24 329
lafin 36.6 112.0 3.2 . .

9 Ue)ai 7.0 14.5 0.2 1.2 3.2 2.44 6W 235
toOkau0s.m-b 0.5 3.3 0,1 0.5' .66 * 97
It Timat 10.1 W.S 1.1 4.2 3.3 10.04 ISO 3
12 l * 6.1 . .5 1.3 .9 it 3
13 _V o t2.5 44.44 2.0 7.0. 4.0 4.99 330'
14 Top 1.4 10.2 0.2 4.4 0. 2.3 In 19
i5 Codat ffrca hp. 2.2 4.2 0.2 5.00 0.4 0.9 14 S24
16 N ba u.4 1.4 .5 * 2.4 I n3
I7 bkm 2.2 21.34 0.2 . 0.4 2.L t4 15"
to wa . 14.1 I ?2 3.2 1.4 a 474
1t gn" 2L. 227.7 1.4 20.4 5.2 22. to 34O
20 iUra me 2.4 10.2 0.5 Li 0.4 1.24 44 249
2 him l.t 7.9 0.4 5.2I 0. 2.44 145 109
221 24.2 52.3 22.0 3S 5.1 69 173
2 0d 0 47.0 2. 201.2 2.4 .36 143 21
24ns 3.0 22. . 4.9 . a2 a 24S
25 bua00p 4.4 20.0 0.7 3.5 3.2 L. 130 I2t

I I" $14
1ldiI1iacue oil isptus t x2 43 *3 35 7 I t 131 2*0

24 lnta 0.4 2.LO 6.0 0." 0.2 0.4° 57 I79
27 Li*wta 1.9 7.0 0.1 1.1 0.4 IJ. 139
UZadaa 't.0 28.9 0.4 4.0 . 3.1 . U
29 LOM 2.5 5.30 0.2 1.30 1.0 1.10 134 253
20 be. riutre 5.0 32.1 0.4 0Q 1.7 5.L 141 240
St tlZiu 12.7 54.0 10.4 2.7 4.2 579 507
32 SmaI 0.9 3.9 0.1 1.10 3.3 0.5 15s 240
33 30m 1.2 4.4 0.5 1.4 0.2 0.5 182 397
343urUt 3.i 4.0 1.1 3.4 0.3 0.3 371 4

6 It7 234
Sddl.s.a d Nb. tw 11 11 14 414 l4 19 28 151 23

21 YAP"d, 97.2 399. 6.3 91.9 I5.5 t o
3S 2e o0.0 3 0.7 9.0 . 5.5 S2N
3 to"p l6We k. 2.2 7.30 0.3 4.44 0.4 12.44 2 S0e
sSI" 5.3 3.66 0.2 2.70 0.5 O. 114 564
39S ia 2.9 32.00 0. 2.0 43 2 l6f

141 2n
"-loorm, AMC$ t Su lm a 205 61 122 141 271

* 132 232
Fcaq hm Atrlm * 79 29 1 a 24 249 3

* 147 315
Iw = nitxttu t 20 52 351 211 47 5 I2 310

tU2r t U IU * 2S ' a e 1X 18~~* 20 2
O"D 2 25 122 4 20 inD 2 167

aI" fV d dliatty ad cosqp, m tle toitcal ota.

a. lpu. de a astarid dat Tw otra the am qmfid. so the tetica MM



- 207 -

Tabl II1 StuIoatstO&cli rat&oh

IbSt teeb ratios

Pr~au~ Sec4v w tertiary

two 17 1"90 1 190tt 197 9 l 13 a 1t70 193 u/

* 42 42 43 0 19 23 23 23 to 11
L e l-asce cue.A a 43 41 42 39 2t 21 22 23 9 8

a 44 4 0 39 Is to 21 21 0 a
Lw-atee cm s-vi4 a 40 44 42. St 2t 20 21 21 7 9

I WI 40 41 42 37 1 17 V 1 5 120
2 wbosso FM 44 47 54 42 23 20 23 24 1 10
3 liw 9 39 43 36 . . . 23 t 
4 $W&1 , The 27 26 24 25 20 19 1 Is
S Ueeha 33 57 33 Zs 24 21 21 21 17 4
,d 48 be 64 2: . . . 12

* 42 42 43 41 19 24 a1 25 10 It
L-iacmethw a 44 43 44 41 20 21 22 21 9 7

I Etbipau 4 44 44 54 2a 3 44 44 9 It
Slate, 4*3 . 42 23 . . . 9
I Ilei 43 41 45 9 16 ti 21 19 5 Be
t0 fisa-fism 45 34 23 3 Is 10 10 19"
11 Twao 41 54 42 42 13 20 t2 5' 4
12 Ihnl 37 31 35 4 It 1it t oS 5 
13 ,uia 34 34 34 340 23 21 * 21 9 *
14 t3 . so 40 55 45 25 9 23 s 11#
ICatorl Mrwca p hp. 44 47 40 49 22 . 42 25 . 4
16 _e" s 45 b1 55 . 29 . . S 46
1 TeInt 41 53 4 S 23 31 . * 9 
to h_si 60 50 59 54 13 1* 12 14 * 44
19 ""s 34 n 38 7 21 25 23 25 .7.
2 iiervLowu 32 32 2 34 29 1i t 21 6' 7t

21 GM$" 44 40 3 3 23 . 1" otO
22 ua6 30 31 29 23 17 22 22 21 4
23 ow 47 37 34 34 17 21 20 25 12 40

24 toeq 45 41 46 41 . 22 23 17 1*4
231bziqw 0 a $I 54 17 . 3 35 9 34

O 42 4 41 39 21 21 22 3 1 4
tiIed aceuo oil tewertas a 40 0 41 34 21 21 21 24 4 9

26Beardtls 24 35 41 450 22 27 2i 31l
2 7Liraa 36 41 41 33 17 I7 3S
20b 4n t 7 4 4 46 . . 21 24 t 10
29Lesotho 46 53 4 520 22 22 * 19 7
30 Cate flvars 45 4 39 3S 21 . 30 20
3 lido 0 40 44 40 t I 20 45
325 s lasse 40 3 34 33 11 21 It 111 5 I
33S tm 36 33 32 31 15 17 1i 140 5 10
t NwutirU 32 24 20 23 25 so 26 22 4 3

so 30 4 n7 2a N 35 14 9 14
tile.gmt oil oqeter a 40 4 4 44 21 S3 a 3 11 12

SIIgwt 34 34 . 21 . 37 S 150
36 tera. 46 51 52 50 29 3 is 30 12
37Cmlp,P eels .B.2 5 54 5p 33 42 37 39 Is 250
x kba 46 4 45 440 19 22 19 19 s 5

of 32 4 SI0 iS * 1 9 So

* 41 40 U3 S 20 24 26 36 9 12
be_lw "tAt F 43 41 42 t9 21 is 22 Is 9 11

e 41 51 4 9 44 22 29 31 27 12 IS
FrW eqheM Cotfrtl a 45 4A 47 4 22 23 27 24 11 to

a 36 7 31 37 19 22 22 30 a 13
bgo e costna a 3 36 34 35 1I 21 21 21 7 7

a 51 47 54 46 21 34 31 31 
Otter a 45 44 40 37 Is 21 36 21 9 7

Ottow Fw dtia Ctwality u0 Z c , the ttdm rep mtles.

a. Fioo sIths aetIfsk we fr VaS ethr thek tOr *efi.s 1. US tOsotCitud Me.
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7dbo 12. studat floe and efiticomc Indicators

Pr:wy kun~~~~~~~~~10od"r

Praowti.n of cohot Cutl pe coaglote Prruoo,os from last Tdsf
rmboaia the final $rads a sa altapl of. of priway to first grads of

Ragealo as a (cohot too00) cost Wm couietwl bboatws as a wooo.dry pwda odmtiti
Ptortap of - -- if so drop'oot REcoUtIO of

total mIlmaS Total Fadeo or ropitaios tota mowllmt Total Foans

1970 1993 a/ 1970 1913 hi 3970 19936 hI 970 198 hi 1970 391 Al 1970 1983 hI 1970 1993 hI

o 17 13 2.0 2.0 7 10 44 43 43 43
Losisoi moo sols . 21 IS 4135499 536 530 2.9 1.4 to 14 29 36 3139

a 23 21 3.3 2.3 20 22 29 33 3o093
Lov"imcauomo os-id a 19 14 534 703 542 70 1.8 1.9 it 11 29 39 29 40

hilti 24 33a' 462 400 * .8 i.3 28 39 33 42
2 thlaaPFin 14 17 53, 703 542 102 3.5 1.4 31 33 13 22 13
3 3ipr 19 13 402 79 1.9 1.4 3 lB 24 33 20 23
4 Wis. The 13 Is 934 913 85 999 1.2 3.3 * 42 44 37 48
Shboallis . . . 2.1 to. 0 so so49

4Ca 27 . 29 293 200 201 2.4 4.0 11 1 219t

I 34 32 2.0 2.0 6 10 45 43 45 41
I.iiao-inoho 22 Is 460 439 569 509 1.8 2.4 10 14 29 34 31239

l lthlnapl 12' .49 . 09 * .9 ST 5 9 4991f
I late 23 I9s. 2.2 3.4 It 0 9373 3742
9 oiml Is3 322 321207 2.0 2.3 Is 1 7
l@boksumbarlo so3 * 1417 144 2.4 4.3 * 14 2946e .6
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Oros ad wt diutnihtcd 2.5 18.9 21.7 51.4 * 0.0 73.1 4.7

L. ru-cogeuol ad t 0.0 25.1 25.1 27.5 0.0 2.4 u 3.6

In 0.0 11.9 I1.9 7.9 0.0 19.5 1.3
Afnrc vlgit Sak 0.0 14.2 14.2 59.6 0.0 3.8 2.3

it. £i5tfEromo0-wkstc scoaoeaadCuh t 1 32.8' 7.2+ 40.0 . 50.8' 9o.a L 5.8*

311. Otbsr (Ept, Inioa) t 0.0 0.0 0.0 . 4.7 4.7 . 0.3

IV. ha-qowvrot wouat:sh t 9.. + 8 8.2 * 90.0 * . 0.0 * 90.0 . a 5.8 .

tow t 210.8 704.7 915.5 394.4 245.3 I5M.2 a 100.0

M fr dat cratahsty ad corp, t. tic tKui l ott.
Flp. into a cros es sotsat, W tii tocticol aces.t

S. Hsa uote to ccaro) depatrg ofadvotum.
t. Aid fwr traiuiq in actlrs oew tha bd tJlm.
c. Hat cdtbry sobidutloia tof Arica stodats tays. droad, r a d damu y fellwoispo.
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T461o 3. Cromustsa1 inatisn sactw aid fro MM1 ad 07P2 agatur by racaPagst 011tty, 193143 aVWwaq

Mat dialbwus of

Is-aptal Cipatal ~~~~~~~~~~~~total

As Weastsp As pwcmtagsfdnaa
of tota W toftal is a5

romwvut Puautqs £401t51 fUCt4ot lEKctios
hUvys siastas. goasq to buysi siaatam kblurs of total did pa
(mills,) bed" l4osR Isaillao.s bdwe (sallass) estorel aid caplt.

a 30.8 35.2 * 1.2 1 0.4 2.43
Lainocm scuman t 446.9 a 19.7 32..4 t 107.2 *47.7 t 574.1 s 11.0 2.94

o 29.4 51.0 s44.7 7.9 3.30
Lou-lagos arn-iE t 73.5 . 29.5 32,5 t 29.5 * 54.9 t M9. a 9.9 3.42

1 Hall 12.3 21.9 24.1 3.0 84k.4 15.3 7.3 2415
2 Iktsa Fags 15.3 32.4 32.5 4.3 70.9 19.4 9.2 3.02
SlI 15.1 22.1 52.7 12.5 34.7 27.4 30.4 4.61
4 Oa*lia, The 5.0 24.46 43.4 2.4 50.6 5 .4 13.3 7.11
S Imaia 34.4 55.2 2.0 2. 54.2 14.7 3.4 3.71
4 Cad 4/ 33.4 55. * .0 300.0 14,4 22.3 3.1

1 7.4 34.0 a 26.3 11.1 2.20
t.l.ossot4MM t 3M.4 a 37.0 32. t 01.7 a 47.7 t 477.1 a 13.1 2.54

I Itblpia 23.4 14.4 33.1 4.5 10.4 26.3 14.1 0.53
I late, 4.2 30.4 24.3 5.0 24.2 45.2 33.0 1.I
9 hIm. 10.0 9. U3.? 7.0 53.4 37.3 14.7 2.74

t0hoaI 03ssrn Si .....

It11oamas 37119i . 33.4 33.0 S.7 1.94
32 kiwi 33.4 564 31.3 5.1 56.3 23. 36.5 5.47
is lobs 2.1 2. 37.61 2.2 11. 1 4.3 2.2 0.32
34 tos 10.7 36.7 27.9 . 74.3 14.3 M3. 5.11
I5 Cot AricMaw gop. 13.7 32.9 22.1 2.2 34.4 35. 17.7 4.43
lb hiaqama 20.0 19.7 40.7 3.9 14.4 21.9 3.7 2.33
Ii Isi LI7 12.9 27.2 4.3 47.7 32.8 35. 3.44
to be"a 9.9 17.0 29.4 5.9 52.3I 15.3 NJ. 2.37
19 to"s Si 324.5 26.9 47.2 . 24.5 25.7 .
20 hews turn 7.4 37.1 53.9 3,2 43.3 30.3 33.3 3.53
21 Odass I.9 3.9 32.3 4.9 79.0 3.3 9.3 3.54
22 amn 9.4 31.1 31.1 1.6 9.3 33.2 7.9 0.92
23 36w. 7.0 0.0 41. 4.0 37.0 13.0 1.8 0.84
24 ftusg 50.4 53.3 22.4 9.3 " 5.7 23.0 9.95

Uhsuk"w 3.4 . 4.1 2.3 1 0.7 5.1 0.63

* 4.5 43.4 a 32.0 s 33.4 4.14
11001#4oom oil aopwtvs t 95.9 s 31.1 44.0 t 21.9 s 26.0 t 117.3 s 10.7 4.14

24 Nettslua 4/.. 
27 lUkn L.5 31.3 v.3 2.0 24.3 L5 .3 4.25
a hogl 21.3 10.9 . 2. 51.3 24.4 7.9 4.07
29 Lauts 9.5 27.9 54.7 2.4 21.5 32.3 33.5 L.4
30 Cmt d'1wlrs if 24.3 4.3 33.3 0.7 0.4 25.0 13.3 2.33
31 25.4* 30.4 2.2 49.5 45 31.0 34.9 7.3 2.29
52 butlas 3. 3.3 44.3 1.6 19.9 14.3 34. 34.71
55 btins 12. 20. 47t7 5. 55. 17.7 37.4 19.63
54 lewitAIs 2. 4.5 33.7 0.4 29.1 2.9 4.1 3.2

a 1.2 34.4 * 1.3 a 13. 0.53
NOMMO discms llrptws t 53. a 3. 53.7 t 10.2 a 2.9 t 43. a 14.0 .2.

U Napt. 36.3 0. * 0. 0.1 11.1 30.2 0.32
24 tuar. 19.0 10.1 33.; 7.3 11.3 24. 12.4 2.03
V7 caps, FayWs lop 12.3 30.3 0.2 2.9 13.0 14.0 7.45
31*.M3.Li 3.9 33. 0.4 3.4 3.5 5.4 5.00
5960 Lia6. 1.9 37J 1.5 14.2 9.4 34.0 3.20

a 7,3 3.3 a 6. a 10.7m 2.01
Mkbgslfrt "es1t3LI1 14.7 535 t 139.3 . 30.5 1717.4 I 33.1 3.33

* I3. 30.7 a 39.0 a 13.2 3.15
frrongopaemutra t 3.4 a 16.7 51.3 t 13.2 a4. OA 342.4 a 13.0 233

a 4.9 . 44.5 a L.I a 9. 3.41
AnO3OM osmotts t 2742 a 33.9 40. t 53. a 24.2 t 329.7 a 31.3 3.3

* 7.2 ILI3 u 39.7 a .0 3.32
ow I 52.5 341.4 34.3 t 32.4 016.4 146.1 9.4 1.03

aMM UW Eam sayu*lsty SW toerop, us tbs tothcal b.Lo

a. mto datoTIdleIL
4. CosInos for r*ag sallortla iswts ot: sa edusatas sad to avaslilo. Fipas" ""Mato autal suatta no6.
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table 24. Eataraul tati ctor aid froa, OmC A OPC lons by lout ad tm of oducatia

Pwcotap of tota

Dollars skoudy
(Gtilian) --- - - Othxr
1981-03 tla Vocational am aot
averae Priwy emaal training tothical Tertiary distributod

A. Co.cos aa ad t 75.4 a 1.4 14.0 4.2 16.9 34.2 19.3

MI tlatorl t 507.2 a 3.4 20.9 3.0 14.9 42.4 15.4

fruco 204.2 0.9 34.1 0.9 20.2 39.4 4.5
Polgiw 58.5 0.3 30.4 0.3 17.1 40.1 11.2
Unito KIndo 39.9 0.3 19.8 5.0 5.0 54.4 13.3
Uitud Stat" 34.3 6.9 10.5 17.1 4.9 29.7 21.9
Ibroy, Fowd hp. 19.2 . 4.2 1.4 14.4 59.9 19.7
italy 17.8 15.7 5.4 . 7.9 51.7 19.1

_d. 23.3 29.4 2.1 3.0 18.5 15.5 31.3
ot0r 104.0 2.4 3.7 3.7 10.2 49.4 30.4

12) 4ltlatord t 250.2 a 15.1 4.1 12.7 20.9 17.5 27.1

atoaitm Deeopubt Aoiatiue 121.t 27.1 *.1 10.4 241 11.4 14.1
frica Oelow t Fud 33.7 4.) 6.9 4.5 31.C 2.4 12.2

Efor u aseOpmt Fad 39.6 I.) 4.0 5.) 14.3 60.1 21.4
Unitod atim eIbnl_ut Pro 18.0 2.C 1.7 10.4 12.6 25.0 47.1
WCIIF 6.4 39.3 I.) 13.1 2.4 f.) 45.2
Othrs 21.7 1. 4.) 4.) 4.) (A. 100.0

. lhmcosm sgal aid t 26.1 a 22.4 3.4 ILS 211.1 20.4 6.4

low6 11.1 27. 8.4 I0.9 26.1 11.6 15.1
frica Developmont Iank 142 11.5 I.) 24.7 29.4 27.2 W.)

Total t 7I.5 a 8.0 15.6 t.7 17.3 33.7 16.7

Sacilant grWWI ai

Lawiueo ad-arit t 99.0 a 4.1 1L3 1.4 13.4 39.3 25.4
_'ium ohr t 471.1 a 4.2 12.4 4.3 2.3 31.3 20.5

IAddle-too oil iwto t 117.6 v 10.4 13.8 6.4 11.2 30.1 25.9
iddle-ima oil urtere t 3.S a 3.4 15.2 13.2 28.0 22.1 16.1

Fr ola ie cnatries t 342. a 6.3 5.4 6.0 28.4 26.5 23.4
gookme catria t 329.7 a 2.1 21.5 4.5 17.0 34. 1113

Owr t 48.1 a 7.2 4.9 2.4 27.7 23.4 32.2

Wt Fw data c ability ad covwap, o the taiucl stav.

a. Cemia Aid only.
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Table 27. Eaterul eati mooter ad fro G b PC darn by pwV=

6411,, Purustaqe @4 total
Ihilt~ ~ ~ ~ ~ ~~~~~4wto Catoat kn-at(otilissl

IS)4 IZteduscal Opuatsa cott Mu-
aweq Capita m nietm falhoglps a up lij apcif ted

. Cuicral aud t M.4 a U.4 44.3 14.9 10.9 1.5

11) tilat ral t 50.2 a 7.4 57.5 20.5 12.7 1.9

Friot 204.2 2.4 62. 11.4 3.6 1.)
3Igim 5i.5 0.3 64.3 25.0 4.4 01
United Iangdu 39.9 2.0 95.4 39.3 3.3 I.i
UIited Stats 34.3 7.2 547 lv.3 1.8 6.)
kra, , Fedoral Aep. 19.2 9.3 41.7 23.4 24.4 1.)
Italy 17.9 1.7 4.3 13.5 16.5 1.)
Saed" 23.3 24.1 21.4 0.7 49.9 I.
otr 104.0 20.3 12.4 34.4 24.2 .11

(2) bltilatwral t 250.2 6 4.9 17.4 9.4 7.2 0.9

lteri.ala IMel t ASktOCiad 128.4 03.2 14.6 1d ) W Id
fri*ca lepunot Fud 33.7 64. 9.3 1.9 3.0 1.)

Euraa Ooeput Fund 39.8 12.5 7.3 33.2 .5 1.
nlited atios hvelepmt Prtoe 161.0 1d M4.2 12.2 23.4 I.)

IMiCEF 9.4 9.5 23.8 7.1 9.5 0.1
0th. 21.7 20.3 12.4 34.4 24.2 0.7

L. Ncoacuusemal aid t 20.1 * 95.3 11.9 1.1 1.7 1.)

ImD 11.9 3.2 14.3 1.) 1. 1.)
Afrncas evolupewt lan 16.2 941 93 1.9 3.0 W.)

Total t 795. a 26.5 43.1 14.4 10.4 1.4

lctipiut gerup a)

Lu-iae is-artd t 9.0 e 2D.8 53.1 12.2 5.4 3.3
Low'inom ether t 477.2 a 17.1 34.1 14.0 9.2 25.6
liddloacoe oil iWpt.rs t 117.3 a 34.3 42.3 10.7 11.5 1.2
Niddlo-iecm oil ptorts t 43.5 a 44.4 34.5 11.7 0. 0.7

fraoephow contries t 362.4 e 19.4 20.7 15.1 9.9 34.9
b lopbmcoutrie t 329.7 a 24.1 542 12.5 5.3 1.9
Other t 45.1 31.6 37 11.4 20.4 3.5

mate F data cmnarillty ad covrwp, uo the techuical Mtn.

a. Cocatissl,l aid sly.
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table 2. bstarud pehl&c Mat a# the elutahe setw

lot soarvc Om$ Ie
kkootsat ditaad 1365111 milio)
Mo diatarsd 
(on6 ullaPel Actua Presectel /a

ave a9m am4 19. a9m a am am .9w. IIm a,u s90

Lotm-acc Kcoooetu t 42.6 364.1 577.4 1.0 31.4 30.1 6.9 20.0 16.3 23.6 i1.5 U1.S

LU-isco msue-utd 1 0.2 42.4 101.3 .0 0.3 0.1 2.2 4.2 1.6 3.1 LB 5.9

I Asia 0.1 20.4 24.0 3.) 0.1 0.3 0.2 0.3 0.3 0.3 0.4 0.1
2 herbs. Fmr 0.0 3.1 9.6 0.0 I.) (. 3.) 0.1 0.1 0.1 0.1 0.1
3 1iw 0.0 0.2 22.6 0.0 4.) L) 1.6 U. 0.9 3.4 3.a 2.9
OSUatsa, the 0.0 1.3 5.5 0.0 3.) 1. a. .) 4. .3 a. 4.) W.
I Smalls 0.0 1l.6 33.6 0.0 0.1 0.1 0. 0.2 0.2 1.7 2.1 2.2
6 Chud 0.1 4.9 4.8 0.0 0.0 0.0 Ed .) 0.2 0.1 0.1 0.1

Lw-lo. oc e t 42.4 321.7 476.3 11.0 II.) 10.1 4.1 35.8 14. 21.9 15.7 I 5. 7

7 £t610366 6.5 49.9 77.0 . 0.5 0.7 0.6 0.9 .1 3.2 1.5 1.7
* lIir. 0.9 6.7 6.4 0.3 14) 0.3 0.2 0.3 0.2 0.1 0.3 0.3
94.1aw 'I. 9 21.0 57.3 1.3 0.2 0.2 0.3 0.4 0.6 0.5 0.7 0.6
50 kuerBtsau 0.0 1.2 I.0 0.0 3d) 0.2 0.7 (.1 3.) (.1 (.) 0.1
It Tamale 9.5 31.6 40.0 0.1 0.5 0.4 0.1 0.6 0.7 0.9 J.0 I.0
I2 b"iU 0.0 9.9 29.6 0.0 0.1 0.1 0.1 0.1 0.2 0.3 0.3 0.
is up" 9.6 21.0 22.9 9.3 0.3 0.1 0.3 0.5 0.6 0.6 0.6 0.6
14 Iqe I.) 0.I 12. (.1 0.0 3.) 3.) 0.1 0.1 0.1 0.1 0.1
Is Cot's "frice hsp. 0.0 3.9 11.3 0.0 3.) 3.) 0.1 0.1 0.1 0.2 0.2 0.2
16 uiagm cw 1.6 79.6 10.5 0.1 4.0 4.9 0.5 II.! L.S 7. 3.7 0.5
17 koss 3.1 0.0 3.0 3.) 0.0 0.0 0.0 0.0 I.) 0.3 0.3 0.1
to AmuG 0.0 2.7 6.7 0.0 3. 3d1 I (. 0.1 0.2 0.3 0.3
it Km" 6.4 22.3 43.6 1.) 0.5 0.1 0.6 0.0 1.0 1.4 1.9 2.1
20 Starve Lea I.) 3.9 34.4 0.0 0.3 0.1 0.1 0.3 0.2 0.3 0.3 0.3
21 luu 0.0 4.7 22.3 0.0 3.) (.3 0.1 0.1 0.1 2.4 2.4 3.1
USiDe" 2.0 2.3 2.3 0.3 0.0 0.0 0.1 4.) 0.1 0.3 0.1 0.1
23 hor 0.0 22.2 21.7 0.0 0.2 0.2 0.2 0.2 0.2 1.4 0.6 0.6
24 S.q.l 0.0 32.7 49.1 0.0 4.7 1.9 0.1 0.3 0.6 4.1 3.6 3.2
25 fim lpe. . . . .

fflUIe-$sceo all iqarerb" t 5.3 231.6 214.7 0.3 43.7 32.0 39.3 39. 22.9 36.7 32.0 32.6

26 htmtams 0.0 3.2 6.9 0.0 3.2 0.9 0.3 4.) 3.? 0.2 0.2 0.2
27 Ubert 2.3 11.0 37.1 .1. 0.3 0.2 0.9 1. 1.2 1. 1.4 1.4
* lawsa 0.4 39.6 52.5 0.2 4.9 4.3 4.9 6.3 5.9 5.6 5.3 5.3
29 Laue4 0.0 0.0 4.9 0.0 0.0 0.0 0.0 3.1 L.1 (.1 0.1 0.1
20 lete Iivars, 1.6 110.7 61.2 9.1 35.9 24.0 30.6 27.3 31.1 24.6 15.5 15.9
31 Ziabatu 0.9 0.0 0,0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0
32 Su55lad 0.0 6.9 14,3 0.0 0.4 0.2 0.6 0.7 1.1 1.9 l.i' 1.6
33 Mutse 0.0 L.1 22.1 0.0 0,5 0.6 0.6 1.2 1.7 3.3 5.4 5.3
34 lawitlus 0.1 31.9 13.4 LI 0.6 0.7 1.3 2.1 1.9 3.6 3.6 1.9

idile-smd, eal seterts t 4.7 135.3 164,0 0.3 19.5 17.4 13.4 30.7 15.4 21.9 40.0 49.3

35 agas. 2.6 16. 96. (.3 2.6 3.1 3.6 5.7 10.6 20.. 33., 43.0
36 cauea 1.7 47.1 10.6 (. 1.4 1.6 3.3 2.4 2.1 2.4 3.6 3.9
37 coup. upils P. 0.0 5.1 10.7 0.0 0.1 0.1 3.0 3.0 3.1 1.3 3.3 0.9
3N Ia 0.2 23.1 6.1 0.1 14.3 10.1 7.5 13. 3.5 1. 3.6 .3.
39 #eeAd. . . ..& 

s-tiara Africa t 526 731.0 91L. 1.4 74.2 AM. 5.7 69.7 54.6 90. 93.1 103.4

Frascoqha eestine 4.7 333.9 3VL. 0.6 19.0 44.3 44.1 39.3 240. 43.0 34.9 31.6
b,lqhc "s cm og 43.4 336.2 406.7 0.6 14.6 IU. 13.1 .29.3 31.6 46.1 51.0 63
BIbs 6.1 62.9 113.4 4. 0.6 3.0 3.6 3.2 3.2 3.0 3.6 4.0

Mm Fw ddat coimpr laty ofd cowerap, em the taMchca este.

a. PrOoiW Mt0 WOK i ase m Om cuwetractuil k59t3 a do btstfble at the
med of 39. It 02eld..11 the ectof mubeqet doht relie qreeete.
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PART B

ECONOMIC AND SOCIAL INDICATORS
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W w Copts,Table~~~4p 5. uui Subas
Ufe

heap e1 v~*apq muda upon"ac
W aut" Ithaeis Pao ego rat of taflati at birth
(laW Si) 44 "we hIlt vst_ -t-

8i4-IS Wilnm 114 19 I' 13 1970

, 210 -04 4.3 19.4 46
Lu- IsCs asamias t 21. 559 a 24 0. 3. 5 1.2 to

a 52 0.2 *.1 12.2 4
Leuiacow wai-wad t 30.9 0114 * 590 1.1 3.9 o ea0

I Hai 7.3 140, 14 1.1 7.4 10.4 4
2 wkie Fmo L. 274 154 1.2 2.4 10.4 45
3 Uilq 4.2 1247 19 U.S 4.0 11.5 43
4 Subd, ThW 0,7 11 20 1.1 3.0 10.4 42
5 Sli 5.2 130 2411 3.4 20.2 44
& ch 0.9 520 . . 4.4 I .4

* 22 .3 4.3 20.1 9
L aim ather t 220. 19 a 2Us 0. 3.4 11.5 a

7 Ibiasta 42.2 im I1 0.4 1.0 4.4 44
* lare 29.7 230 100 1. 18.7 0.2 a
9 Wuasi *.0 U9 10 1.7 4.C .4 a5

10e suma-fa 0.9 3 1 . . *.1 3s
11 Tama 21.5 4 210 0.4 342 11.5 52
12DU IN 4.4 21 30 1.9 2.9 52.2 0
1 s 55.0 21 210 -.29 5. 44.5 1
14 top 2.9 5 20 0. .i 0 5
IS tial Origs ago. 2.5 UJ 4.1 3.0 13.0 4
14 flaae 9.9 0 2Us .4 0.1 14.4 52
1ism S.9 113 20 1.0 .i 10. 49
to %N, 5.0 2 3 2L3 7.7 10.5 41
It Koo" 19.5 33 310 L2 2.3 10.0 54
200 law.^aa 3.7 n Jl 0.4 1.9 15.4 30
21SOima Li 204 3.5 3.0 4.5, s 
22am 12.3 3 35 -1.9 0l $2.2 53
231Wm 21.3 2#t 3iO 1.1 7.2 19.3 0
l4 aspal a.4 1% 3S 0.5 3.0 9.0 04
35 saSqae 13.4 US -L. 4.5 11.0 4

30 3.2 1.1. s a l.t 5
V4#0e-teg aS m4WtW1 t 24 31 I 41 1.5 4.3 11.1 54

24 lwstma 1.7 1031 0 0.3 3.9 1.7 04
27 Lilvia 2.1 111 40 0.5 1.5 4.7 so
20 Imeau 4.4 15 070 -1.4 5. 10.5 t2
29Letha IJ 30 S LI 4.4 11.9t 54
3s te t,lvar 9.9 u 410 0.o so 11.1 52
31 la " Li 39 70 1.5 1.1 11.4 7
32 taslmd 0.7 17 79 4.0 4.3 14.0 a 54
IIUsta_s 1.0 40 40 04 4.4 9.0 a
4 Ihitt 1.0 2 lOe 2.7 L ILI X

Uli ae,i. .c 1 oila"to t .1 3254 a 0 2.9 I 13.4 51

21 liwu 94.5 2 730 2.7 1L.3 I.4 50
$4 Cw 9.9 475 m L9 54L 12.7 54
v tomes No 1.9 Su 146 LI J .6 IW v
a Sts 0.8 24 4100 5.9 0 15.5 51
S3 RApla LS l7 . .A 1.4 U

a 3S 1.0 L.S 152 4
Wir-Mv Mraig t 40.2 2207 a 350 1.1 4.2 11.5 4

a 3a I. * .2 141 049frMqeis m i, t 120.7 to725 a 1. 4.5 12.1 X1
* 520 ~~1.7 5.9 1442 S0

At1q) am"nee t 210.3 0.2 30 10.5 04
* . . 2.e . 45

Shea t 70.2 S3 3 2.1 4.0 I4t 04

wses Fe dote eeoswih1tg no aumrqa on *1. toge ese

a. Ftp's atIb a ltwtab eam Eu 9e -U, ad I 4.".
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TiFl 2. Laq_ps df 1riwu ifttt

Laqp suts

of loompwutofpqla*

- Ptga btbw sgi official Lis" L_ VW Pot-
total Priuiiepa l i uno a/ tugw laquag laqug tramc prnwy prnay ,r,wv

I.FauMm ucmuma

13.11 Ii 4 laura 31 2_

*0d PltiK*"l l #_ I b 20 1 t wltt l

Fufudsi 20
Arabic 
Free lat* 

2 krtm Fan 0. N MI 5 0
FroK lay w X

1. 1 t 7 tM& 44 24

* e - ., ne @ $ jw-as 19
lroomt Itna

4 Iuia,lb I Nftuula 4' It 
11l4 13
Falfuids 14

EagUa La 
boiac

Italt 

* Oai 15. S fit IS U a t a

i .vo to 4 st s~~~Lu 13 a I t 
ftbs~~~a 1~0 4 *Ainwc33 4a a a

flpa.ya 14
halle S
Eugli too

03...'. 2 0 5 Slubib 34 IS * a
Liaal 23 41 .
L*a 17a am IS 10 . a
Kw 12 Is* 

911.111 4 Soutli 50 1 
LOM 1*Ls It
Yu 14
faql 5 r * d
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Idle 2. W_ df t4*w fEnc (ct^.iI

Purtat df geltta
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a Hs a u in 7 t 12 16 2.1 L2 2.a
3.I*-" m M "$ a 53 51l 34 7s 5 3 9 ia 2.0 2.2 2.7

* 54 a a 7s a 3 9 15 2.0 2.1 2.1
Jraa tne ntes a 5 52 8 It 4 7 1 14 1.9 2.0 2.4

* 52 4 74 70 9 10 14 Is 2.1 2.4 S.l
q _ cmsttru a 52 4 84 74 5 9 11 17 2.3 2.3 2.

o 5I 31 12 80 I I 11 12 2.3 2.2 2.5
Otler a 54 52 34 s0 5 3 3 14 2L0 2.4 2.4

Stat Fo ta c4 bW ity SW IM * o te twom ol Mtet.

a. FiWo utt s atonsk e fw yes otkr tam ths eWif cu.
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tl3e 6. kaml of pramg.a

*vpap amma Wowg rit. 1w t)

3965-1 It7"4 A/ '9*73 197-64 e/ 196-7 3944 a/ 1965-73 97549*, 1965-73 am-0 a

a 4.0 3.6 2.6 6.4 . . 4.1
La.loaaeaam cmesa a 3.6 2.6 2.6 1.4 8.3 2.6 7.4 40.3 4.5 3.4

a 0.3 3.5 

L-tuon u-wxi 2.0 2.9 3.9 .6 5i 5.i 45 4.5

I ril 3.3 4.40 0.9 5O60 Li 6.6 0 . . 4.1 4.50
2 kt1ooFM 2.4 2.9 * .3 LI5. . . 32
3 Upv .0.5 5.2 . -2.9 3.4 0 35.2 10.9 0 . . -1.5 5.9 a
4 IubtaTno 4.5 2.0 4.5 * 4.4 . . 4.5
Skelah 3.5 2.5 

6 Lit 0.5 . , . . . . , 

a 4.3 L.i. . 63 . .
Lam-urns gt~~~~~ 0 3.6- 2.3 2.9 1.2 6.2 2.6 7,l 40.3 5.6 3.0

7Itbtepos 4.3 2.3 ' 2.1 3.2 4 .Li 2.60 a L3 3.5 6.Li 3.6 0
Sfire 3. .3.0 0 . 1.4 0 -*o.00 -5.60 * 3.1 a
I lhad 5,7 3.3 . 2.* 3.3 . . 4.0
to ioA4sgs . 2.10 . *3.30 . 1.3 0 . . 12.10a
ItIlmaa L.0 2.6 0 3.1 , .9 Li67 6.2

13 IV" 4~~~~.6 3.4 4 4.7 2.30 146.4 6.3 . .0 LS3
t3 lsda 3.6 -1.306 3.6 -0.7 3.6 .0 * . 3.6 L4,4
I4fu top3 2.304 2.4 3.30 6.2 Lb6 . .3 3.0o
to Caa nui 3tIamU 2.1 0.7 2.3 1.1 7.1 1.2 . .4
lMa, w" e 3.5 0.0 . 03 -3.41 O .9
SleW,u 2.2 4.4 * 2.7 * 7.9 Li . 5.
lbto 6.3 5.4 . , . .

19if p 7.9 4.4 6.2 3.i 13.4' 4.3 IL;4 6.9 7.6 4.9
20 SANar Low. 3.7 3.0 3.5 2.0 1.9 -2.5 3.3 1.6 7.3 3.7
23kMdu3.8 3.d * .2.4 * 5.7I -2.0 * 2.3
22 ohme 3.4 40.9 4.5 0.2 4.3 4.9 6.5 .6.9 3.3 0.4
23 S" 0.2 5.5 6.3 2.7 3.0 6.4 * 3.1 0.5 7.5
23uland 1.5 2.6 0.2 0. LS5 6.0 I .5 2.3
Uhaia 7.4 *2.20 4.5 -2.4. 33.3 -6.5 3.6 -LOo 9.2 4q40

LI5. LI . . . 3.3
*Idle-ugu oil togws" a 5.5 3.6 6.4 I.; 9.3 0.; 3.3 7.4 3.3

24 eWitWla 2.6 3,3 -2. 2. 4.3 0.9 . 7.4 Li1
27ubwta 54 0.20 65S 2.0 0 6.2 -. 35 S 33.2 0.5*f 3.6 0.304
U1 1*a 2.9 0.4 2L0 6.9 Li7 4.3 9.3 0.6 2.3 0.6
29 Lamas 3.9 5.LO. . .

30 CA*6iv,et Lb6 4.2 . . . .

R sk$ai 9.4 3.7 O . .; . .
33 5ma3.d l.a 3.7 L.6 4.9 . 3.3 3.4 * LI7 32.2 3.20a
23 Boom& 34.0 30.7 6.4 -4.0 30.2 35.4 L . 10.4 10.3
so LSuo2. 3.6 * -3. 4.4 * 4.3 LS6.

U 6. 6. M. 90 * 3. .
N*iiI-III No uaton Lo3 3.5 LS5 4.3 34.5 6.5 33.5 9.9 5.2 L.3

31isMIpt 9.7 1.36 2.o 4.9 0 39.1 0.30 15,6 0. 0L6 4. 60
S6 cmwm 4.3 7.20 4.7 1.30 4.7 35.2 7.5 9.9 3.4 7.20
37Cmep.PUs-O w* 6.3 LI 4.3 0.4 9.5 I2.L? 6.7 6.9
U I"t 7.4 I.5 .1. 

394aod Li4 4.7 0. -Li50 3.3 4.0 31.5 4.5 2. ;

o 6.4 3.3 Lb6 16. . . 5.
MI* wo Melee . . 2.6 3.0 3.2 6.2 .4 6.6 2.3 4.6 3.2

* 6.4 1.3 Lb6 5. Lt 5.
frusmcomom , 3mls; a 3.3 3.i 2.3 3.5 6.2 Li5 -2. 3. 3.2

o 7.6 3.3 3.6 * 4.o . . , 6.7
booment$ a 4.6 2. 4.1 3.3 4.4 0.4 9.6 4.3 5. 3.7

* 4.6 -L.4 1.5 4. 6.6 LI5.
obw a~~~~ 3.9 La 2.3 -2.6 31.3 -3.9 6.6 6.6 6.7 3.4

an For am ao kiatty ad "smop, it. tabtal O"es

a. Pips n dt iuahit We #O I97545 Mt 39734
L6. " 1,tm amlt. lb e.laatin dIw Of .
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Tole.9. Cuttal fewmat 4*su*tvre

Pwimtap .4 tota asiatvo ? oal

IaetisIm Iboti Ibotq an.ta 5w 04 WIS 'WcINW* of UP)

1m672 a9. i97n 'mm3 1972 19021 a 19 's72" 191. 97 193 m 197 a13. i9m 565s a 1972 1963.1

13.2 10.3 15.1 I.I 5.2 4.5 5.7 5.0 20.9 21.5 39. 42.0 21.0 20. 1 *3.9 *4.4
Lmnum Kom" a0 11.7 7.9 M5. 16.3 5.7 LI 3.3 3.6 31.9 59.2 36. 41,0 19.5 26.6 -2.9 -4.6

a IL?7 58.3 12.6 25.2 6.3 5.9 5.3 11.2, 5.5 11.? 366 2V. 14.0 40.5 -0.5 -0.5
up-mm m'arld * 23.3 1 4.6 * 12 * 5. * 2.6 * 37.6 IM3. 0.3

5I1 . 79 10.1 . 2.5 * .. * .1 . 47.6 4 69 . -16.4
2 6WUSo FMo 11. 0 20.7 20.6 I 9. 6.2LI 6.6 6.6 . 6.0 55.5 0 6.3 37.6 a 25. I0. * 3.6 0.3 v.
3 05gw . . . . .

ISamula 23.3 - 5. It. 51 * 2.; 40.5 1 3.5 . .e
A, oi 24.6 . 14.0 4.4 * 1.1 . 21.8 33.7 16. . -. 2

V 53.0 9.6 15.6 11.6 5.1 4.5 5.0 4.i 21.0 25.9 39.5 43.0 21.5 56.6 -4.' 4.2
Los-aim §16w S~~~ 11.5 7.9 154 16.3 LI7 5. 3.9 3. 22.9 19.2 36.6 45.6 59.6 26.6 *3.9 -4.6

71 51so 14.3 * 14.4 I 5.7 4.4 . 22.9 . 16.3 Ml3. * -1.4
I luear 51.1 7.9 a L 55. 1.3 2.3 3.2 0 2.6 0.4 a, 53. W.I * 51 55.4 $ 6.6 27.5 -7,5 -3.0
9 imam 3.1 6.3 15. 53.4 5.5 6.6 5.I 5.3 37. 1 3.2 36.7 37.1 23.5 32.0 -*.2 -7.7

Sittmauia P59 . 1. 72 * 21 * 3.; 223.6 It.; -.
526w.61 50,30 23.40 6.0* * .70 $Lo.9 IL3.I 1139*
I) Ugsk 23.1 17.0 1141 12.9 £3 4.6 7. 2Lk 12.4 9.5 36.6 53,4 U1. 4.5 -L.5 1.2
SOIq Top. , 9.6 LI. LI6. I I54 . 41.6. * 34.5 -2.5

59 son" o.6 53.6 21.9 20.6 7.9 7.0 3,9 Li 30.1 24.6 30.2 333 21.0 266 -3.9 -L.1
30 wra5as Lo 4.2 . 5.6 6.2 . .5 33.1 45.2 * 21.2 . -sLO4

3213Mm 7.9 6.i2* 20.5 16.7* 6.3 Li80 4.i 6.6. 15.i 59.2. 4. 43 59. 7.5 -5.6 -2..
23 kwS 24.1 9.5 a 9.3 6.1 5.4 1.3* 5 .4 LS30 15.6 23.506 44.1 57.3 * 19.2 WV69 -4.0 -4.6*0
24 1qa5. 97 . 5. 4.7 * 6. * 19.2 * 40.3 17.4 2. .0.8 -4..

o * 54.5 ~~16.5 tL5. 7.6 7.5 5.9 7.9 23.4 3L8 43.0 26.5 2t.. 36.2 -51.1 -9.2
618.5,-ams W1 avWmn a 7.5 56.3 56.6 7.7 7.3 I3. 5.3 23.e 25.7 4.35 41.2 23.2 3L., -7.5 -6.1

V7 kn -w 7.9 IL5.; * 7. 2.7 23.6 37.7 . 34.9 -to1.;
U0 laws. 19.0 ILI2 7 .4 6. * 1.3 1.50I ILI7 23. 0 W5 1. * 4.0 45.5 4 -53.6 .19.0 
39 LoosUs. 19.5 17.4 6.0 1.2 6.5 1.3 34.5. 29.4 41.5 44.7 1g.6 27.6 4.9 -2.5

55 Sotoim , .0 5.0 19.4 6.4 S.; 25.7 9.i 3.0 27.4 4.5 31. 33. 44.; -23.5 15.;
l4Swsta. 0.64I 0.9 ILI5 1.6 16.5 7.6 15.0 31.1 1339 941. 43.4*0 45.3 WS.3 O 9. -51.2 -9.3

ESIgrI. 402 * 45 3.6 LI5. * 9.6 * 3.4 * 14.2 .
l camus 9.6 IL13. Li3. LS6 23.0 * 90 1. 1.3

39 boo . , . . , .

* 292 51.4 55.3 56.6 5.5 5. LI3 6 -21.2 2.8 ILI5 37.2 57.6 35.0 -3.4 -4.0
lut6dw Mnce a 1t.7 7.9 15.5 56. 6.6 6.0 3.9 Li7 23. I3.2 3 45.4 19.4 VA. .1 .4.6

* it.? 16.5 54.7 5IL4 LI3 4.0 4.5 7.3 19.4 2.1. 47.5 4. 26J 29. -4.9 -2.3
fteapm Cmk*t a 51.3 6.6 17.9 51.0 Li5 4.2 37 6.5 31. 17.5 33I 41.0 1ILI 27.5 -L3 -3.0

.26.5 I t 130545. LO66.5 6.46.2 25.623.46 .5335.4 1A. 0 23.3-33 -6.0
kleailw smlrta a 9.9 7.5 a5. I5.7 6.3 6.5 4. 2.4 24.1 24. 36.7 433 19.7 26.5 -50L 6.

Sees FW &Mt emw*5,ity ad oeasp. m tie toibs adiUt,

0. Ropm do ta utui we 6#r 197 W 592
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Tab), tO. fhufiaata 04 @sE4Ia 44wlapUt IseztlItea
___~~~~~ ...... _ . .__ __----.- ............. -- .. ----------- _.____

Mt Euawiecats of 0m from all w a , 
Pu capita pucEt

1979 19" 1910 19"1 13 I 1914 1934 1914

U 21.7 9.0
Lattacm wucau t 3517 4715 597 5U14 5543 5619 2b.0 10.2

79.9 22.4
Lowiacm us-ard t eT 97 t1i3 1142 1257 IOS 12 . a 34.2 17.3

I WIla 143 193 267 230 210 21 n20 43.6 32.0
2 Sbai Fa iF 1" 212 217 213 184 1t 29.7 19.7
3 11w 157 174 170 II9 259 175 142 26.1 14.0
49a01a, Tb. 3 37 54 45 40 42 5 77.9 $51
S S"oa 212 179 433 374 442 327 3 9.4

ClAd 125 t 4 35 0 4 5 115 23.4

* 19.3 5.2
Laaaacoc otir t 264 34 4225 4425 43604 406 4414 . 22.1 6.3

7 Etiopla 140 191 216 21 200 34 34 9.4 7.7
1 Zaire 3II 414 429 394 4 317 314 10.4 10.1
9 a 99 142 143 I 121 117 15 23.2 13.8

30 ohaa-9s2 50 53 hO 0 U5 be 4 55 U3.S
It Taula 424 5 479 702 413 421 55 21.0 14.7
12 krudt 75 95 III 122 127 142 141 30.7 15.0
3IS _ 23 44 114 13 133 137 144 10.9 3.3
14 tos 103 110 91 43 77 112 110 37.3 14.7
15 Central Afnca a". 5 1 84 111 102 90 93 114 45.1 11.8
ihtaiagaw 91 139 230 234 251 1t 156 15.9 7.0
17 ih 42 15 91 92 0 07 77 19.7 8.0
1 AMa 125 149 155 154 151 151 It 5 29.2 10.2
19Ka" 20 35 397 449 45 402 431 22.1 7.5
20 e r rts r n 40 54 93 41 32 44 41 14.5 4.2
2lau ,a 40 5 90 107 9 9 123 20.9 4.3
22 bal 114 149 193 14 142 11o 214 17.5 4.4
23 a4rn 319 47l s5 49 740 97 414 29.9 6.5
24* 9aq 223 307 262 397 23 322 333 52.2 14.S
25 readlqw 105 144 lI9 14 206 211 259 19.3 4.9

a 77.4 4.9
Nddg-iscoase oil iewrtrs t 919 944 1246 1200 1231 1153 1219 a 37.1 9.4

26 l ritaoia 238 147 174 231 193 172 14 101.5 24.&
27 Uiberia 4 I 9I 109 109 119 133 2.2 1S.
28 7iud 195 277 319 231 30 214 239 7.1 9.
297Lswb so *4 91 101 0 104 97 *5.9 17.4
39 Cotb d'Ivlr, 131 142 210 124 137 157 129 13.0 2.3
31 ZaeaO 9 13 144 212 214 20a 299 3.7 5.9
32 tSo iId 45 50 SO S7 29 34 19 24.5 3.7
33 leta 40 10o 104 97 102 104 103 9.2 11.4
S4 Nritaas 44 32 53 5 a 41 3* 31.1 $.5

4.1 0.5
dileuS all meetsn t M3 4*2 Sol 425 45 42 W7 19.0 2.5

35I gW 43 27 4 41 37 a n 0.3 0.0
S6 Catm 170 270 2u I" 212 130 1to 19.0 2.5
37 cap, toe' Sa. Ot 91 92 A 93 1o l 53.9 5.3
399mb. 44 37 54 44 42 U4 714 3.1 2.5
39 1dm 47 47 53 41 t0 74 93 10.9 1.3

17.9 4.1
W _ieras Afrita t 479 6133 7145 7192 7i1 7122 7325 a 2a.2 9.3

a 24.7 .
Frmcop. conttao t 23 2917 305 3032 2 2774 2974 t 29.5 10.2

a 14.7 2.9
qlebm cantro t 173 27 315 3247 3370 2 3214 .5 9.0

16.1 4.2
044w t 93 415 931 I93 99 1023 1134 19.3 4.9

Wbm For ata au iaOlity .4 carsrp, - tk tu ac c ttea to.
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Table It. EtatwSpbacdb riert

eisttnase and dlewso Interco $ayeus Deat m lgs as a pecutqe of:

polart As a persetap pukec dMt kiwI, of 0*4
lsellis.) 4 ali of duSia a@4 .1t. 81 ad uWasn

1970 594 19 70 t to8 1970 598 5970 o 1914 90 I98 A)

a 17.4 54.4 e 1.4 3.5 5.2
LoviKm cc 'go t 3567 29054 a 14.8 59.7 t 40 M9 a .0 2.2 4.2 11.31

* 25.8 * 0.4 3.3
lhtacu s461-ward t 399 338 15.9 41.9 5 2 O5 a . 2.3 3.8 8.0

S Nab 23 940 9.5I 95.9 5.1 0.3 5.7 5,4 8.0
2 F.kiua Faa 21 407 4.4 42.6 3.1 0.4 2.3 4.2
3 94gm 32 488.7 41.9 1 27 0.4 4.1 3.8

W egall.1 1a 24.4 . .3 * 25 3.
4 Chad ~~~~~~ ~~~~32 50 5.9 . . .0 * 3.9 5.1

* 5.7 53.4 1 .3 3.5 5.4
Lam incas other t 27s8 25627 * 5.2 59.5 t 77 748 a .2 2.0 CS8 13.2

I ithiep& 149 5384 9.5 29.5 4 31 1.2 5.8 11.4 53.5
8 Zaire 351 4084 17.4 532.0 9 250 2.1 15.4 4.4 7.7a
9 8gm. 122 713 4.3.2 43.5 3 32. 2.1 7,2 7.2

It raaaia 250 2594 I9.5 4004 3012 1.;.
12 hrad 1 334 3.5 35.8 (.1 8 0.3 5.9
ISISgami 138 475 7.3 13.5 4 32 0.4 5.7 2.7
54 too 40 459 14.0 100.1 I 37 0.9 10.1 2.9 24.3
lSCutraIAOman a". 24 224 13.5 37.5 I 4 1.4 2.0 4.8 to0
1S ladahaa 93 544 50.8 73. 2 35 0.8 5.2 3.5
57 mma 41 58 1640 59.8 Ii 17 0.1 3.9 2.3
Is bairn 2 244 0.9 ILI C 3 0.5 0.4 1.2 3.
59 Ka"o 339 2433 20.4 45.8 12 544 1.8 4.1 5.4 21.5
2oiawrvLow. 59 342 54.3 34.7 2 4 2.9 5.4 9.9 9.3
21 haus. 312 11id 47.1 59.5 4 21 2.2 5.3
22 Sam 495 1122 21.9 22.9 12 24 5.5 5.7 5.0 53.2
23 S44a 307 545 15.2 78. 53 45 s.1 s.5 10.4 13.4
246.9505 50 555 51.9 44.9 2 53 0.8 4.1 2Ls
25 ueau . .

a 24.5 67.5 m 2.4 7.1 * 5.4
N4ddl.-ncAm .1l uirtWS t 5352 15755 14.4 54.4 t 51 474 a 1.5 5.0 4.5 52.5

24 Nhmitials 27 1573 13.9 575.2 I.) 23 3.1 4.2 3. 12.8
27 uibera 159 15 49.9 77.4 4 20 5.5 4.3 * 8.4
21 ladia 623 2779 35.7 109.4 24 43 3.4 4.J 5.9 11.3
29Lstbom 8 534 7.7 24.3 5.5 4 0.5 3.8 . 5.
SoCob d'lwsro 254 460 58.7 88.1 it 404 2.8 51.3 O.11 20.9
it Zieleb. 233 5444 15.7 28.4 5 139 0.4 5.4 . 2.0
32 kmnlamd I 
33 Itstma 274 17.9 35.3 Is 1 0.7 3.8 La3.
34 Ptistil 32 354 54.3 35.3 2 as 1.3 7.5 3.0 14.6

NIddlolnguoul umpttas t 755 In"4 1 2.s 23. t 27 I35 a .6 4.4 iLi.

35 Niger 480 018151 4.8 54.3 20 1572 0.4 4.4 4.2 25.4
i4 cuwsi 531 5736 52.1 23.2 4 to? 0.8 3.0 $.5 8.4
3? cing, PWLss fto. 144 1394 539 4.2 3 70 3.3 13.7 to1.5

39 dupa

IL55. 36.3 a 52 4.4 5.1 5I.7
Im-alweb Mrts 1 5294 55754 1 5.2 59.5 1 In8 2824 a .0 4.1 4.5 s2.8

* 9.2 4.5 s .5 4. 4.3 54.0
Fr.qsm mtn, t 5810 21790 1 3.5 454 1 40 509 a . 4.7 3,3 8.

* 5.7 27.9 s .2 4.0 5.4 25.5
bgiqhm ambles t 323 35357 a 5.8 35.0 t III 1755 a .3 4.1 5.2 13.2

WV t 246 all~~~~~~~~~ t a 
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Table 1. Selected coWrative statistics for cwntries with population uxdr one-half ml I i Ion PeMie

Percent gross Progression Percent
Percent of Percent primAry rate from females

Population GOP/capita W devoted adult enrolleant prlmary to In total
(milions) a/ (US dolars) to educatlon lIteray rate secondary enrollment

Came Verde 0.30 $348 10.8, 36.91 - 14.7X 48.0%

Comoros 0.40 S349 5.41 b/ 49.0% c/ 103.0% 32.1X 40.0%

Dilboutl 0.40 $480 d/ 11.5% 10.0X e/ 42.0X f/ 24.9% 39.4%

Equatorial bunea 0.40 S190 - - 78.11 14.41 42.01

Sao Tom and Prlncipe 0.10 S708 5.91 b/ - - 23.21 47.0%

Seyctells 0.10 $1,938 5.91 57.71 95.01 Wr 21.91 50.7%

Note: Gneral souwce African Oevelopent Bk*, 1988. See the Tetmical Notes for oter, spec Ifc soIrces (a/l-).
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Table 2. Snary tabl: e:rol l6ent levels, ratios, and groath rates, selected year8,
19E0-83

1980 1970 1975 1980 1983

Primary educatlon

Nwber of students 11,853 20,971 30,117 47,068 51,345
Index (19860 . 100) 100 177 254 397 433
Averagp amnual growth rate

from 1960 to: 5.5 8.41 7.11 8.6X
from 1970 to: 7.5X 8.45 7.1X
froe 1975 to: 9.31 6.B9
froe 1980 to: 2.95

Gross enrollment ratlo 365 48X 589 786 75X

Secodary e.t ion

Nuber of students 793 2.597 4,284 8,148 11,119
indre (1980 a 100) 100 327 540 1,027 1,402
Average amnal growth rate

from 1960 to: 12.65 11.95 12.45 12.23
from 1970 to: 10.5 12.15 11.85
from 1975 to: 13.75 12.75
from 1980 to: X10.

Gross enrollQent ratlo 35 75 10C 161 20X

Tertiary education

NMur of studants 21 118 218 337 437
Index (1980 a 100) 100 552 1,029 1,60 2,081
Average amal growth rate

from 1980 to: 18.68 18.85 14.95 14.1%
from 1970 to: 13.35 11.35 10.85
from 1975 to: 9.3X 9.2S
from 1980 to: .9 15

Gross enrollment ratio 0.2O 0.85 0.85 1.2S 1.45

All levels

Nuber of students 12,687 23,684 34,617 55.551 82,901
Inde (1M0 a 100) 100 187 273 439 497
Averae annual growth rate

from 1960 to: B .5X 8.9 7.7X 7.2X
from 1970 to: 7.9X 8.5% 7.85
from 1975 to: 9.9 7.8X
from 1980 to: 4.29

Note: Nudefs of students 9h thusands. Based on Amm Tables A.1-A.9.
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Table 3. Estisated avera" vws of ediutien attended by waring Ag p ltion

........................ . ................ _ ................... ., , ..... _..

Avera wars f id etaon atteded

IU5 I970 I975 3980 393
. ... .... ..... _. ... ... ... .............. .......................... _~. __...................... _......

a9 0.6 1.25 1.64 2.31 2.9I
Lauinc ecemien a 0.44 0.79 1.20 1.7t 2.20

.. ........ . .___._.... .. ... _._ .......... . .... ............... . ............ _ . __ .. ......

a 0.11 0.33 0.51 0.80 0.96
Lu-incoa. aaei-vd a 0.11 0.30 0.42 0.75 O."0
. .. ............................. .................... ................................... _... _._.....

I ali 0.11 0.30 0.59 0.94 1.12
2 Karkina Fa 0.09 0.22 0.38 0.56 0.67
3 Niger . . 0.29 0.4 0.64
4 iia . .

5 Somalia 0.17 0.30 0.42
6 Chad . 0.56 0.91 1.26 1.47

__ ._ __ - .. ----- - -- _ ._ ......... __....... . ....... ...... . ....... _.... --- - ---- - ---

*l 0.94 1.36 1.31 2.56 3.31
Lwinctm other a 0.49 0.I8 1.38 I."0 2.94

7 Ethiopia 0.06 0.17 . *

a lair 1.15 1.96 2.E9 3.99 4.71
9 Wa)ai 1.77 2.26 2.69 3.10 3.41

10 kine-isa . . .

11 Tanzania 0.31 0.70 1.13 1.56
12 hwudi 0.47 0.7S 1.11 1.43 3.53
13 Uganda 0.42 0.93 1.43 1.0 2.16
14 Tow 0.50 1.08 1.88 3.06 3.85
15 Catral Africa Ibp. . 0.75 3.36 2.14 2.62
16 Nuagascar 0.41 1.16 2.13 3.2e 3.97
17 heni 0.40 0.70 1.22 1.77 2.22
IS baNa 1.49 2.t1 2.67 3.07 3.27
19 Kenya 1.19 1.92 2.67 3.57 4.26
20 Sierra Len 0.31 0.69 1.17 1.71
21 Gaina 0.49 0.10 1.20 1.56
22 6han 5.33 5.96
23 dan 0.55 0.84 1.19 1.70 2.03
24 Senl 0.27 0.71 1.20 1.64 1.93
25 Robzmique 2.02 2.32

a 1.24 1.64 2.61 3.18 4.50
Niddle-iacon ail isptnrs a 1.31 1.81 2.73 3.65 4.27

26 uitania . .
27 Liberia 0.51 1.00 1.60 2.30
26 t ia . 1.54 2.51 3.65 4.27
29 Lasote 2.62 3.68 4.72 5.63 6.17
30 Cot. d'Ivire 0.47 0.9 1.47 2.10
31 li^de 1.31 2.20 3.06 3.76
32 Suailuan . 1.61 2.95 4.24
33 Bot . . 2.03 2.64 3.37
34 flauritins 5.00 6.11 7.50

a l.99 2.36 2.64 3.03 3.531
zdd'is-inctn oil eonarten a 0.67 1.43 2.36 3.06 3.56
___. - - - ---- - _. ----- -_ -- - .. . __.... . ........... .. . _. .__ ............. ___ 

35 Nigeria 2.40 2.72 2.85 3.08 3.46
36 Cawern 0.65 1.43 2.36 3.36 3.97
37 conw 0.69 1.67 3.50 5.63
33 .S1.21 1.99 2.93 3.56
39 Angola 0.10 0.40 0.88 1.57

* 1.21 1.60 2.06 2.63 3.19
Subaburan Africa a 0.50 1.04 1.60 2.30 3.32

* 0.65 1.19 1.78 2.52 2.86
Francolona cwsntrie a 0.47 0.87 1.38 2.10 2.42

* 1.83 2.23 2.34 2.75 3.29
Anglopht camntrin a 1.25 1.85 2.59 3.06 3.43

a 0.42 0.58 0.72 1.57
othef s 0.14 0.35 0.65 1.57

Notes go the Technitcl NItns.



- 248 -

Table 4. Adult literacy
-------------------------------------------------------------- __-------------__-------

Literates as percent
of adult population

1960 1985 or
Latest Year

----------------------------------------------------------------- __----------__-------

Low-income economies 7 33.8

Low-income semi-arid 2 15.4
---------------------------------------------------------------------- __-----__-------

1 Mali 2.0 16.8
2 Burkina Faso 2.0 13.2
3 Niger 1.0 13.9
4 Gambia 6.0 25.1
5 Somalia 2.0 11.6
6 Chad 6.0 25.3

-------------------------------------------------------------------- __-------__-------

Low-income other 10 40.7
--------------------------------------------------------------------- __------__-------

7 Ethiopia 1.0 55.2
8 Zaire 31.0 61.2
9 Malawi 41.2
10 Guinea-Bissau 5.0 31.4
11 Tanzania 10.0
12 Burundi 14.0 33.8
13 Usanda 25.0 57.3
14 Togo 10.0 40.7
15 Central African Rep. 7.0 40.2
16 Madagascar 67.5
17 Benin 5.0 25.9
18 Rwanda 16.0 46.6
19 Kenya 20.0 59.2
20 Sierra Leone 7.0 29.3
21 Guinea 7.0 28.3
22 Ghana 27.0 53.2
23 Sudan 13.0
24 Senegal 8.0 28.1
25 Mozambique 8.0 38.0
-------------------------------------------------------------------- __-------__-------

Middle-income oil importers 19 72.2
--------------------------------------------------------------------- __------__-------

26 Mauritania 5.0
27 Liberia 9.0 35.0
28 Zambia 29.0 75.7
29 Lesotho 73.6
30 Cote d'Ivoire 5.0 42.7
31 Zimbabwe 39.0 74.0
32 Swaziland 67.9
33 Botswana 70.8
34 Mauritius 61.0 82.8
-----------------------.------------------------------------------- __--------__-------

Middle-income oil exporters 16 56.2
--------------------------------------------------------------------- __------__-------

35 Nigeria 15.0 42.4
36 Cameroon 19.0 56.2
37 Congo 16.0 62.9
j8 Gabon 61.6
39 Angola 41.0
------------------- ,_-------___-----------------_---------------------__-----__--------

Sub-Saharan Africa 8.5 41.8

Francophone countries 6.5 40.2
Anglophone countries 17.5 58.3
Other 3.5 38.0

Note: Values for country groups are medians. See the Technical Notes.
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Table 5. Cross-natlonal comparlsons of achievement In mathematics, reading, and sclence

Index of achievement a/

Reading General
Mathematics comprehension sclence

(a) (b) (c)

Industrial market economies (IMEs)

Francophone Belglium 0.81 1.00 0.79
England and Wales .. 0.96 0.92
Finland 0.76 1.00 0.93
France 0.84
Japan 1.00 .. 1.00
United States 0.72 0.91 1.00

IME average (country sample size) 0.79 (14) 0.94 (9) 0.90 (11)

Uxkmr middl-ln=ome ecnomiles (UMEs)

Chile .. 0.82 0.59
Hong Kong 0.78
Hhngary 0.89 0.95 0.87
Iran .. 0.53 0.52

UME average (sample size) 0.80 (3) 0.77 (3) 0.66 (3)

Lower middle-Inome economies (LMEs)

Nlgerla 0.53
Swaziland 0.50
Thalland 0.67 .. 0.77

MIE average (sample size) 0.57 (3) *- (0) 0.77 (1)

Low-yoans economles (LIEs)

India .. 0.72 0.59
Malawi .. 0.46 0.69

LIE average (sample size) *- (0) 0.59 (2) 0.64 (2)

p/ The average o.iber of Items ansmered correctly by the sample of students In a particular country Is expressed
as the proportion of Itmes answered correctly by the students In the hlghest scoring country. For further
explanatlon and scurces, see the Techtical Notes.
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table 6. Cwtrie gWd b rliy violit retie V

PWIIC regrui
firoiluwt Pubiic NItUls on

guIl ras bhutr f_le amtlcn pr ley sucatlpu
Oro" ai gram a as ml ito wditwur as pasap of
Driury rates wnetp Prap Pl II- regrsit as W ea total pie rtofr-

mrllaw sooal- oft gtr of grimy taI v w lture toUtl e IC rantidesiitwes
ratio Suliatlon vioit volint ratlo pw 0ol I tires an eiAian
(a) (b) (a) (d) (a) (t) (t) (i)

Low orl WOllstnt a V 11 39 42 40 17.3 3I
c4ttrife (LFIB) a P 1.1 1i 37 41 49 11.2 34

ouaila 21 -10.2 . 38 28 46 6.3 so
10*i 23 -2.4 33 37 37 41 37.2 33
NIger 2 40.7 Is 38 23 35 21.7 w3
&rkinafo 27 6.6 17 37 62 33 23.9 31
Ou'tu 38 0.1 29 52 36 75 12.7 31
Outanila 97 6.0 17 3g 4 143 . 23
Ethlopia 38 2.4 12 38 54 26 10.3 48
mm8 38 2.0 . 27 64
lkwundl 45 16.2 14 40 43 a3 . 39
in 49 -0.1 (.) 41 34

Mledum rihy snroli- u 65 16 42 39 54 15.2 43
mtg t rai (1E1 ) a 87 0.4 1S 41 23 55 15.2 45

Su9 a 53 5.4 15 40 41 101 . 43
Sierra Lo 54 2.4 . 41 34 40 17.6 40
Uh* 57 -0.4 10 43 3 * .
*iaul 51 -1.6 15 42 53 13 6.5 31
alon-Iism a2 -1.7 30 as 33 29 11.6 6?

612 -1.3 12 48 54 4 24.0 74
enin 67 2.9 22 31 38

lIa. 11g so 6.6 13 a as s8 . 49
Libela 70 -3.4 . 4e 3J S3 13.2 30
Ivory P t 77 1.? 25 41 26 1to 28.2 45
Central irleoAM. 77 2.7 385 3 8 44 55
Mzalim 79 -4.9 29 43 58 1
"au 79 -2.7 2 44 26 . 15.2 32

Hil prlmry oroll. a gS 14 47 3t 53 10.3 41
Mgcsm ItrlSB (if) a 10 0.0 1s 48 42 29 16.3 48

TariSla -1.6 1 48 42 30 16.3 47
Ylprl 6 -2.4 . . 3t 55 9.3 33
Zaire 90 -0.3 1 43 42
sotas 96 1.5 6 53 31 108 19.5 43
za2 ia 10 1.2 1 47 48 39 15.2 48
K"a 1C0 -0. 13 49 37 7t 15.3 es
ToP 102 -6.7 31 33 45 23 20. 25
madpo 104 1.3 . 48 . 25 . 56
Cauros' 10t .0 30 48 50 4 172 41
LoW" 110 3.5 23 56 52 31 17.9 37
Soualuw 111 1.6 13 50 33 100 . 47
guitius It2 1.t . 49 23 151 10.3 48
GCb 116 -0.6 32 49 44 .
Z3l8 131 11.2 1 48 40 122 17.6 e1
Anpla 134 -7.6 3t 4t 37 . 10.1
Cntr . Fhle*ll w. 103 .0.1 31 48 a . 19.2 48

9*-S s rlnA a 75 14 44 39 52 11.9 41
a 77 0.0 18 42 39 48 15.3 43

NOto: n km Tables A.1. A.?, A.11, A.12. A.U. A.1l, uw A.17.

V UEPC: WMos Prismy rWoilmIt ratio alos 5 in I193. WIM: ratlo t0t uim 551 u1 .MLt : ratio oose US.
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Table?. Ir@lluet ZrtarlglSI SW tit sWlturo w 0 y rollWlt ts '

FPi Ic Seadry as
Grow Ratio of ProPualos Fuels as expnlture wrcent of pOllc

ssowry seommy rats fro W Xt of on ediation feare,nt as-
Wolitnt tO prisw primyto gOsuYay as a Wct ItUge an

ratlo rrollnts onrY urollawts of SIP tajatim
(a) (b) (C) (d) (e) (f)

Low s0ry g ouly lt In 5 .0? 18 30 3.0 29
cntrlel; (LSDa) a 5 .10 1S 32 3.3 30

hwIa 2 .m 4 34 3.1 14
Taril 3 .02 1 35 5.8 30
bnkinA FMs 4 .13 22 34 3.2 17
&rindl 4 .GS II 37 3.4 35
I1lal 4 .03 7 29 3.0 is
Olad a .1S 1S 15
IIWtlq. 6 .10 40 30
Niger 6 .1S 35 27 3.6 31
Wtil I .2 42 28 3.7 37

8 .OS 13 33 1.3 40

1ba UWVY Wtolwlta t 15 .15 48 3 4.9 31
On&trls (MEC) a 15 .21 4f 33 4.0 30

Ethipala 11 .23 83 36 3.1 29
laulss 11 .13 18 19 3.0 1S
Npla 12 .11 50 33 4.7
uritanml 12 .2 3S 24 . 32

serpi 12 .21 29 33 . 2
s:MalIa 14 .2 50 34 1.4 25

ilasn 15 .34 as 28 4.0 3?
kpscar 1S .15 . 44 2.3 36
Slerra Lon 15 .22 73 28 3.5 31
Canl Mrloan P. 16 .20 38 29 . 15
Zla 17 .10 21 3S 5.5 34
Gaala, lhe 19 .24 44 31 5.9 28
Kg" 19 .12 35 40 4.8 1S
Luat is .10 45 S0 3.9 35
-2n s19 .32 53 41
oat a1volfe 20 .23 30 29 9.1 40

Hlig aamr yS"ofl t a 30 .2 d 57 33 4.4 49
omaltres O1Ce) a 24 .23 54 39 5.3 35

Liberia 21 .23 a3 29 5.3 is
Cerowi 21 .18 28 38 3.6 35
Eotsue 21 .13 31 54 7.2 29
Usnin 22 .29 40 28
6Fn 23 .20 27 40
Ulgaris 28 .24 . . 4.3 56
TOP . 24 .22 31 25 5.9 26
6tna 38 .52 . 37 2.0 41
Zt 39 .20 74 40 7.6 24
SozIlIm 43 .22 f6 49 4.7 35.
lWritlwS 51 .51 54 47 4.3 36
Zaire 52 .48 71 26
CaDo, FPlo's b. 7 .50 73 41 6.0 25

hr-Seumn Afrla lm 20 .22 43 34 4.1 42
16 .20 40 33 3.9 31

Mt: Based on MeM TablIs A.1. A.2. A.$. A.12. A.14, at A.l1f.

I/ lSECS: gross sgodary envolita ratio low 10 In 183., vSECM: ratio bstu IS and 20. t6ECs: ratIo aos' 208.
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Table 8. Unilt cost Indicators by seondary errol ent groups

Variable
Secondary enrollment groups a/ 1970 1975 1980 1983

PbliIc Sxpenditure Per secondary student (In comtant 1983 $)

LSECs 452 348 207 256
MSECs 250 255 186 163
HSECs 397 230 204 225

Sub-Saharan Africa 382 308 195 223

PUblic expenditure per secondary student (as S of GNP per capita)

LSECs 249 207 122 115
ISECs 88 78 64 80
HSECs 78 38 35 37

Sub-Saharan Africa 111 93 62 62

PubiIc expenditvre Per secondary student (as multipIe of exprenditure per
primary ptpii)

LSECs 10.3 8.1 11.1 9.6
MSECs 3.5 5.2 3.2 3.1
HSECs 4.8 4.8 4.0 3.8

Sub-Saharan Africa 5.6 5.6 3.8 4.1

Secondary student-teacher ratio

LSECs 17 19 23 19
MSECs 21 21 22 24
HSECs 22 22 21 23

Sub-Saharan Africa 21 21 22 23

Secondary repetition rate (X)

LSECs 9 12 10 12
USECs 11 13 10 1B
HSECs 11 11 19 17

9ub-Saharan Africa 10 12 10 18

Note: Figures shown are medians. Based on Amex Tables A.11, A.12, A.17.
and A.18

Al LSECS: gross secondary enrol lunt ratio belo, 10Q In 1983. MSECs:
ratio between 101 and 20S. HSECs: ratio above 2Q.
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Table 9. Percentage of nationals aog teaching staff In post-rlmary
eduatlon

Cowntry YW Secodary Hiwr

Benin 1979 97.3 66.7
Botea 1976 25.5 21.4
8wuIni 1978 37.2
Central African PRepblIc 1978 . 34.2
Equitorlal Gulnea 1978 69.0
Gabon 1977 16.4 16.5
Gabla 1979 75.9 85.7
Guinea Bissau 1978 83.4
ivory Cat 1978 47.0 51.2
KeWa 1978 80.0
Liberia 1978 77.0
Malawi 1977 71.4
Mali 1978 97.1 40.5
Mauritania 1977 39.7
Niger 1977 40.0
PWanda 1979 73.9 52.3
Sepal 1978 73.7 49.0
Szi land 1980 74.7
Towa 1979 92.0 77.0

Mea - 65.1 49.5
Median 74.3 50.1

Source: EUNESCD, 1982J.
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TECHNICAL NOTES

The technical notes provide general information for groups of
tables, further information on specific tables within the group, and
country specific notes on individual data items. When possible, definitions
for the technical notes have been taken from official publications, such
as The World Development Report, published annually by the World Bank and
the UNESCO Statistical Yearbook.

All monetary growth rates are shown in constant prices. In Annex
A growth rates have been computed using the compound growth rate equation,

Xt = Xo(l+r)t'

where X is the variable, t is time, and r is the growth rate.

Growth rates in annex B have been computed using the least
squares method. The least squares growth rate is estimated by regressing
the annual values of the variable in the relevant period using the
logarithmic form,

log Xt = a + bt + et,

where Xt is the value of the variable X in year t, a is the intercept, b
is the slope coefficient, and et is the error term. The growth rate is
equal to (antilog b)-1. This is equivalent to the logarithmic
transformation of the compound growth rate equation.

PART A. EDUCATION INDICATORS

Tables 1, 2, 4, 6. Enrollment

Enrollment includes students of all ages enrolled in both public
and private schools, unless otherwise noted. Enrollment growth rates are
calculated using the compound growth equation described in the
introductory narrative to the technical notes. The percentage of females
enrolled at each level is computed as the number of females enrolled
divided by total enrollment; the means are weighted by total enrollment.

Mean enrollment growth rates are computed from group enrollment
totals of those countries with data for the first and last years of the
growth period. Means for the percentage of females are computed from
group totals of female and total enrollment.

In order to obtain a close approximation of enrollment in 1983,
only data for the years 1982-1984 are reported. In cases where data for
these years were unavailable, the least squares regression Line was fitted
to enrollment data from 1970 to obtain enrollment estimates. These
estimates should not be interpreted as precise qualitative indications of
enrollment. They are included only to *btain more valid aggregate
measures for 1983 than could be obtainea in their absence.
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Other notes:
Table 1. Primary enrollment
Liberia: Data include pre-primary enrollment.

Table 2. Secondary enrollment
Botswana (1970): Data refer to government maintained and aided schools.

Table 4. Tertiary enrollment
Cote d'Ivoire (1970): Data refer to institutions under the Ministry of

Education only.
Nigeria (1970): Data at the tertiary level include teacher education.
Swaziland: Data on students enrolled include students studying abroad.

Table 3. Distribution of secondary enrollment by type of education

The term general refers to education in secondary schools which
require at least four years of primary preparation and which do not aim to
prepare students directly for a specific trade or occupation. Such
schools may be called high schools, middle schools, lyceums, gymnasiums,
etc., and offer courses of study whose completion is a minimum condition
for university admission. Schools providing both academic and vocational
training are also classified as general secondary. Teacher training
refers to education in secondary schools that train students for the
teaching profession. Technical and vocational education covers education
provided in secondary schools that prepare students for a trade or
occupation other than teaching. Such schools vary greatly as to the type
and duration of training.

Mean percentages are weighted by total secondary enrollment. The
data shown are for the years 1981 to 1983 with the following exceptions:
Nigeria and Chad (1984), and Mauritania and Swaziland (1980).

Other notes:
Ghana (1970): Middle schools are classified at the primary level.

(1980): Commercial schools are included in general education
rather than vocational/technical. For teacher training, data are not
comparable to previous years due to reorganization.

Uganda: Data refer to government maintained and aided schools only.
Tanzania (1970): Vocatic al is included with general education;

(1983): General education data include only part of vocational
education.

Table 5. Distribution of tertiary enrollment by field of study

Definitions of levels and the composition of fields of study
follow the International Standard Classification of Education (ISCED)
system. ISCED defines 20 fields of study in higher education which here
have been reduced to two broad areas and five fields of study. The broad
field Arts includes education, the social sciences, and commerce and
business. Education includes education science and teacher training; the
social sciences include fine and applied arts, humanities, religion and
theology, social and behavioral sciences, law, home economics, mass
communication and documentation, and service trades.
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Natural sciences, medical sciences, agriculture, mathematics and
engineering make up the broad Science field. Medical sciences includes
health and hygiene. Agriculture includes forestry and fisheries.
Included with mathematics and engineering are: computer scienzes,
architecture and town planning, transport and communications, trade, craft
and industrial programs.

The other category covers other or non-specified fields of study.

The means for the distribution of enrollment by field of study
are weighted by total tertiary enrollment; those for the percent of all
females enrolled are weighted by tertiary female enrollment.

Due to the unavailability of data prior to 1980, only the most
recent year for which data were available is shown. Figures for Nigeria,
Cameroon and Malawi are for 1980; for all other countries, data are for
either 1982 or 1983.

Other notes:
Burkina Fasos Education is included with social sciences.
Burundi: Social and behavioral sciences are included with commercial and

business administration.
Cameroon: Data refer to universities and degree granting institutions

only.
Central African Republic: Education includes humanities, religion and

theology.
Congo: Commercial and business administration, mass communication and

documentation are included in social sciences, mathematics and
computer sciences are in natural sciences.

Guinea: Law is included in commercial and business administration;
humanities, religion, theology, social and behavioral sciences, math
and computer sciences art included in education.

Kenya: Humanities, religion, theology, other and non-specified subjects
are included in education.

Malawi: Data refer to universities and degree-granting institutions only.
Rwanda: Commerce and business administration are included in social

sciences.
Swaziland: Data refer to universities and equivalent degree granting

institutions; math and computer sciences are included in natural
sciences.

Togo: Mass communication and documentation are included in social
sciences; humanities, religion, theology, fine and applied arts,
in education.

Zambia: Humanities, religion and theology are included in social sciences;
architecture, town planning and trades, crafts and industrial programs
are with engineering.

Zimbabwe: Data refer to universities and equivalent degree granting
institutions. Commercial and business administration are included
with social sciences, math and computer sciences with natural sciences.
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Tables 7, 8 and 9. Enrollment ratios

The data on number enrolled refer to estimates of total, male,
and female enrollment of students of all ages. They are expressed as
percentages of the total, male, and female populations of school age to
give gross enrollment ratios. Thus, the gross primary enrollment ratio
describes the capacity of a school system relative to the size of the
official school age population. For example, a ratio of 100% indicates
that the number of children actually enrolled, including those outside the
official age range, is equivalent to the size of the offical primary
school-age population. It does not mean that all children of official
primary school-age are actually enrolled. When misinterpreted in this
way, the ratio overstates the actual enrollment picture in those countries
where a sizeable proportion of students a underage or overage owing to
early or delayed entry and/or to repetition.

While many countries consider primary school age to be 6-11 years
and secondary school age, 12-18 years, others do not. The differences in
national systems of education and durations of schooling are reflected in
the primary and secondary ratios while for tertiary education, the total
enrollment of all ages is divided by the population aged 20-24.

The means are weighted by the school-age populations.

The enrollment data used to compute the gross enrollment ratios
appear in Tables 1, 2 and 4. School-age population estimates are from the
U.N. Population Division and World Bank data files.

Table 10. Teachers and schools

In general, data in this table cover both public and private
schools. Data on teachers refer to both full- and part-time teachers and
exclude other instructional personnel without teaching functions. Because
the proportion of part-time teachers varies greatly from one country to
another, data comparability may be affected, particularly the
pupil-teacher ratios in Table 11. The means for the average number of
students per school are weighted by the number of schools.

Figures marked with an asterisk are for 1981 or 1982, excluding
Chad, Zimbabwe and Nigeria whose figures are for 1984. For the following
countries secondary data refer to secondary general education only: Mali,
Ethiopia, Burkina Faso, Togo, Mauritania, Swaziland, Mauritius and Zambia.

Other notes:
Burkina Faso (1983): Data on primary teachers refer to public education.
Tanzania: Primary school data refer to government maintained and aided

schools.
Kenya (1983): Secondary teachers includes tertiary teacher training.
Malawi: Secondary teachers includes tertiary teacher training.
Senegal (1982): Data on secondary teachers refer to public education.
Botswana (1970): Data on secondary education refer to government

maintained and aided schools.
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Table 11. Student-teacher ratios

The student-teacher ratios are computed as the number of students
enrolled divided by the number of teachers, both full-and part-time. The
means are computed from group totals of enrollment and teachers. The
years of data coverage are the same as those for tables 1, 2, 4 and 10.

Other notes:
Chads Data on primary education exclude Moslem private education.
Uganda: Data for primary and secondary education refer to government

maintained and aided schools.

Table 12. Student flow and efficiency indicators

Repeaters as a percenta2e of enrollment is computed by dividing
the total number of repeating student3 by the number of students enrolled
for both public and private institutions. In cases where data on
repeaters in private institutions was not available, UNESCO estimates of
the number of repeaters in these institutions were used. In some cases,
the estimates reflect the proportion of repeaters in private schools for
previous years. When no information was available, data on repeaters were
adjusted 4.;2 reflect the incidence of private enrollment. In no case,
however, did the missing data constitute more than 5% of total enrollment.

The survival rate is an indicator of the holding power of schools
and represents the proportion of entering students who can be expected to
reach the final year of primary school given prevailing drop-out rates.
Reconstructed Cohort analysis was used to derive the rates. On the basis
of promotion, repetition and drop-out rates, the method simulates the
progression of an entering cohort (n - 1,000) through the primary school
cycle, deriving for each grade and year the nAmber of pupils who are
promoted, repeat the same grade the following year, or dropout.

Cost per primary school completer is an efficiency index defined
as the ratio of the totdl number of student years invested in each primary
school completer to the number of years in the school cycle given
prevailing promotion, repetition and dropout rates. The index value shows
the average cost per completer relative to the prescribed cost and was
derived by means of cohort analysis (see paragraph above). For example,
an index of 1.5 indicates that the cost to the system per graduate was 50%
greater than it would have been if there were no repeaters or school
leavers.

Progression from the last grade of pzimary school to the first
grade of secondary school indicates the proportion of pupils enrolled in
the final grade of primary school who enroll in the first grade of
secondary school in general education the following year. The rate is
derived by subtracting the number of repeaters in grade one of secondary
general education in year t from the total enrollment in year t+l and
dividing this figure by the enrollment in the final trade of primary
school in year t.
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The survival, cost and progression figures shown are for the most
recent year for which promotion, repetition and drop-out rates were
available. In general, the data cover the years 1980-1983.

The means for percent repeaters, cost per completer and
progression to secondary school are weighted by total enrollment, the
number of years in the school cycle and total enrollment in the last grade
of primary school, respectively.

Table 13. Percentage of students enrolled in private schools

The number of students enrolled in private schools is expressed
as a percentage of all students enrolled in both public and private
institutions for primary and secondary education. Care should be taken
when interpreting these figures since some countries classify aided
schools as private while others do not.

The means are weighted by primary or secondary enrollment. All
data shown are for the most recent year, generally between 1980 and 1983.

Table 14. Total public expenditure on education

Total public expenditure on education includes both capital and
recurrent expenditure at every level of administration according to the
constitution of the country, i.e., central or federal government, state
governments, provincial or regional authorities and local authorities,
unless otherwise indicated. Recurrent expenditure refers to expenditure
on administration, teachers' emoluments and supporting teaching staff,
school books and other teaching materials, scholarships, welfare services
and maintenance of school buildings. Capital expenditure covers
expenditure on land, buildings, construction, equipment, etc. This item
al-a includes loan transactions.

Total public expenditure on education is expressed in constant
1983 U.S. dollars. Local currencies were converted by applying the GDP
deflator and 1983 official exchange rate. Education expenditure expressed
as a percentage of Gross National Product (GNP) and total government
expenditure were computed with constant dollar GNP and total government
expenditure. GNP data are from the World Bank, total government
expenditure data are from UNESCO, supplemented with information from
World Bank data files.

The weighted total expenditure growth rates reflect the real
growth of total education expenditure for those aountries with data for
both the first and last years of the growth period. The growth rate was
computed by summing across all countries with data for both years and
applying the compound growth formula. The means for education expenditure
as a 2ercent of GNP and of total goversment expenditure are weighted by
cotnstant dollar GNP and total government expenditure respectively.

All 1983 figures with an asterisk are for 1982 with the exception
of Nigeria (1984) &ad the notable exceptions of those for Gambia, Burundi,
Swaziland and those for the Congo which are 1981 figures. Total education
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expenditure for these four countries are shown but are not included in the
calculation of growth rates for 1980-1983. All 1980 figures with
asterisks are for 1979, excluding those for Nigeria and Angola which are
for 1981.

Other notes:
Angola: Data refer to expenditure of the Ministry of Education only.
Ethiopia (1982): Data include foreign aid.
Kenya (1983): Data refer to the Ministry of Basic and Higher Education.

Madagascar (1970): Data include foreign aid for tertiary education; from
1980-1983, expenditure on tertiary education is not included.

Somalia (1980,1983): Data refer to the Ministry of Education only.
Tanzania (1983): Data refer to the Ministry of Education only.

Table 15. Distribution of total public expenditure on education by
component (recurrent or capital)

For the categories of expenditure included under recurrent and
capital, the methodology for computing growth rates and the years and
sources of data, consult the notes to Table 14.

Table 16. Public recurrent expenditure on education by level of education

Public recurrent expenditures on primary, secondary and tertiary
education are expressed as percentages of total public recurrent education
expenditure. The non-specified category is treated as A residual and
includes expenditure on other types of education (e.g., adult education)
and all expenditure which could not be attributed to any of the three
levels of formal education. The latter may include expenditure on
administration for which there is no breakdown by level of education.

The means for primary, secondary and tertiary education are
weighted by recurrent expenditure in constant 1983 dollars; means for the
non-specified expenditure is a residual, i.e., 100 minus the sum of the
percentages for primary, secondary, and tertiary education.

Other notes:
Gambia: Except for 1980, only teachers' emoluments are distributed by

level of education.
Mali: Scholarships and allocations for study abroad for all levels of

education are included with higher education.
Swaziland: Data refer to expenditure of the Ministry of Education only.
Uganda: Data refer to expenditure of the Ministry of Education only.

Tables 17, 18 and 19. Public recurrent expenditure per primary, secondary
and tertiary student

Recurrent public expenditure per primary and secondary student is
expressed in 1983 constant dollars and as a percentage of constant dollar
income per capita; tertiary per student expendIture is e::pressed as a
multiple of constant dollar GNP per capita. Per student expenditures on
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teaching materials are expressed in current dollars. All means are
weighted by total enrollment at the respective level of education.

The 1983 per student expenditure figures with an asterisk are
for 1982, with the exception of Nigeria which is for 1984, and the
Gambia, Burundi, Swaziland and the Congo which are for 1981. The 1980
figures with an asterisk are for 1979, excluding Nigeria and Angola which
are for 1981. Per student expenditure on materials was computed using
data for the most recent year for which they were available. See notes to
Tables 20 and 21.

Tables 20, 21, and 22. Distribution of public recurrent expenditure by
purpose

In these tables, public recurrent expenditure on administration,
teachers' emoluments, teaching materials, scholarships, and welfare
services are expressed as percentages of total recurrent expenditure on
primary, secondary and tertiary education.

Administration includes emoluments of administrative staff and
other expenditure of central and local administrations. Teachers
emoluments refers to salaries and additional benefits paid to teachers and
to other auxiliary teaching staff. Teaching materials covers expenditures
directly related to instructional activities such as the purchase of
textbooks and other scholastic supp'.ies. Scholarships includes all forms
of financial aid granted to students for studies in the country or
abroad. Welfare services refers to expenditure on bvarding school meals,
transport, medical services, etc. Expenditures which cannot be classified
in one of these categories and other expenditure attached to the operation
and maintenance of buildings and equipment.are captured in the amount not
distributed.

The means are weighted by total public recurrent expenditure for
the respective level of education in constant 1983 dollars.

Figures for Mali, Somalia, Guinea-Bissau, and Zambia are for
1982. Figures for Ethiopia, Burundi, Togo, Ghana, Senegal, Swaziland and
the Congo are for 1981. Tanzania's figure is for 1979.

Other notes:
Burundi: Data refer to expenditure of the Ministry of Education only.
Senegal: Data refer to expenditure of the Ministries of Primary and

Secondary Education only.
Swaziland: Data refer to expenditure of the Ministry of Education only.

Table 23. Primary and secondary teachers' average salaries

The teacher salary figures shown are expressed in current US
dollars converted at official exchange rates. Caution should be exercised
when interpreting the average teachers' salaries. The figures were
computed by applying the percent of public recurrent education expenditure
allocated to teachers' emoluments shown in Tables 20 and 21 to the
recurrent pvblic education expenditure on primary and secondary education
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for the same year, and dividing by the number of teachers shown in Table
10. Data for the latter may not, in every case, pertain to the same year
for which expenditure data are reported.

The means for average teachers' salaries are weighted by the total
number of teachers.

Table 24, 25, 26, and 27. External aid to African education and training

External aid to education and training consists of loans and
grants, made on concessional and non-concessional financial terms by all
bilataral, multilateral and private sources. Bilateral donors not listed
but included in the other category are Canada, Denmark, the Netherlands,
Switzerland, and all other OECD and OPEC members whose aid represents less
than 3% of the total aid to education and training. Included in the other
category of multilateral donors are UNESCO, WHO and other donors whose
aid represents less than 1% of total education aid. Education aid from
the USSR is captured in the tocal for the East-European non-market
economies, that from private sources is captured in the total for
iron-government organizations.

The value of education aid is the average annual aid disbursed or
committed between 1981 and 1983, converted from local currencies by
applying single year official exchange rates. Aid from the International
Development Association, IBRD, the African Development Bank and African
Development Fund are average commitments. From all other donors, average
net disbursements are shown.

The breakdown of direct education aid between capital and
recurrent expenditures is inconsistent between Tables 25 and 27 owing to
differences in the sources for the two tables and in the way these sources
treat technical assistance. Technical assistance that is used for
capacity-building purposes is classified by some sources as an investment
item rather than as recurrent expenditures.

Education sector aid refers to the value of capital and
non-capital aid disbursed to centrel departments of education. Capital
aid represents the value of external assistance for construction and
equipment. Non-capital aid includes the value of overseas fellowships,
technical assistance, and financial support for education's operating
costs, the purchase of supplies and for miscellaneous expenses.
Fellowships include external assistance for tuition, fees and living
expenses to support African students studying abroad. Aid for technical
assistance refers to the cost of foreign nationals working for the
recipient country,

Aid for prolect related training (PRT) reflects the estimated
value of external financial assistance for training in sectors other than
education. Because data on assistance for project related training is
only available for the World Bank (International Development Association
and IBRD), all other figures are estimates. The estimates are calculated
by applying the ratio of PRT to total aid observed for the World Bank to
the total aid of the other donors.
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The cost of hosting African students abroad is an estimate of the
educational costs of all African students studying in foreign colleges and
universities that are not covered by tuition and fees. In countries which
charge no fees, the host country subsidization of African students
represents full teaching costs. In the U.S., tuition and fees cover
approximately two-thirds of an estimated ,900O annual per student
cost. The level of subsidization estimated for the U.S. is also applied
to estimate the cost of hosting African students in the U.K.

The data on external aid to the education sector from OECD and
OPEC countries are drawn from annual reports prepared in each country by
the local UNDP office on external aid, and from financial reports of
USAID, the World Bank, the African Development Bank and the African
Development Fund. A more complete description of the data and sources is
available [Millot, Orivel and Rasera, 1986].

Table 28. External public debt of the education sector

The data on debt in this and other debt tables in Annex B are
from the World Bank Debtor Reporting System. The dollar figures shown are
in current US dollars converted at official exchange rates.

Outstanding and disbursed external public debt represents .he
amount of public and publicly guaranteed loans that has been disbursed to
the education sector, net of repayments of principal and write-offs at
year-end. Public loans are external obligations of public debtors,
including the national government, its agencies, and autonomous public
bodies. Publicly guaranteed loans are external obligations of private
debtors that are guaranteed for a repayment by a public entity. The data
do not cover nonguaranteed private debt due to the unavailability of
country level data.

Debt service is the sum of interest payments and repayments of
principal on external public and publicly guaranteed debt.

The data in this table should be used with caution. Sufficient
information is not always available to enable accurate sectoral
allocations to b% made. Frequently, debt can only be assigned to an
unallocated sector. All values should thus be considered as lower bounds.

PART B: ECONOMIC AND SOCIAL INDICATORS

Table 1. Basic indicators

The estimates of population for mid-1984 are based on data from
the U.N. Population Division and World Bank sources. Refugees not
permanently settled in the country of asylum are generally considered to
be part of the population of their country of origin. Data on area are
from the FAO Production Yearbook, 1984.

Gross National Product (GNP) measures the total domestic and
foreign output claimed by residents excluding deductions for depreciation.
The 1984 GNP and GNP per capita figures are calculated according to the
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World Bank Atlas method. To smooth the impact of fluctuations in prices
and exchange rates, a conversion factor computed as the average of the
actual and deflated exchange rates for the base period 1982-1984 are
applied to 1984 GNP converted at current purchaser values. The resulting
GNP in US dollars is then divided by the mid-year population to derive the
1984 per capita GNP.

The average annual rate of inflation is the growth rate of the
gross domestic product (GDP) implicit deflator and shows annual price
movements for all goods and services produced in an economy. The GDP
deflator is first calculated by dividing the value of GDP at current
purchaser values by the value of GDP at constant purchaser values, in
national currencies, for each year of the period. The least squares
method is then used to calculate the growth rate of the GDP deflator for
the period.

Life expectancy at birth indicates the number of years a newborn
child would be expected to live assuming that mortality patterns
prevailing at the time of his/her birth were to remain constant throughout
his/her life. Data are from the I.N. Population Division, supplemented by
World Bank estimates.

The means for GN? per capita and life expectancy are weighted by
population. Those for average annual rates of inflation are weighted by
the share of country GDP valued in current U.S. dollars for the entire
period.

Table 2. Languages of Sub-Saharan Africa

The number of languages refers to the estimated number of
indigenous languages spoken in each country. The figures shown are not
exact. Information provided is sufficient only to distinguish between
linguistically heterogeneous and homogeneous countries.

Principal languages are indigenous languages spoken by at least
10 percent of a country's population and any other language(s) serving as
an official language, lingua franca, or medium of instruction in the
country's system of education. Several names are sometimes used for the
same language. Equivalent language names are listed at the end of the
notes for this table.

The percentage of population speaking a language is broken down
into the percentages who speak it as a mother tongue and as a second
language. The total percentage of the population estimated to speak a
language can be ascertained by summing these two percentages.

The official languate(s) is the language recognized and promoted
for use in official domains such as law courts, national speeches, public
documents, and is often the language of instruction. The percentage of
speakers of the official language is only roughly estimated, when
estimated at all. This percentage is usually directly related
to the percentage who complete several years of formal education. A
lingua franca is a common language used as a means of communication
between groups of people whose mother tongues differ.
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A language is defined as a medium of instruction when it is used
to teach a variety of subjects in the curriculum. A language is not
considered a medium of instruction when it is taught only as a subject.
The medium of instruction is divided into four levels: lower primary,
upper primary, and post-primary. The language of lower primary refers to
the medium of instruction used in the first three/four years of primary
education; upper primary, the last half of primary instruction.
Post-primary education includes secondary schools, universities, colleges,
and other post-secondary schools.

The data in this table are based on [Bruhn, 1984; Center for
Applied Linguistics, 1984; Morrison et al., 1972; Tadadjeu, 1980; and
Skinner, Table A, 1985]. The table was compiled by a consultant to the
World Bank, Dianne C. Bowcock.

Other principal languages

Burkina Faso : Mande Mozambique : Sena
Senufo Shona
Fulfulde Ndau

Mallua
Cameroon : Bassa Chope

Duala Tsonga
Hausa Makonde

Gambia : Arabic Niger s Fulfulde
Tuareg

Guinea-Bissau : Balante Kanuri
Fulfulde Tamahiq
Malinke

Sudan : Nuba
Kenya : Nandi Fuv

Dinka
Mauritania s Berber Nuer

Soninke

Mauritius : Creole (French)
Bhodjpuri
Chinese
Hindi
Telegu
Urdu

Languape Names

Name used Equivalent
Akan Twi-Fanti
Bambara See Manding
Bemba CiBemba
Dagbani Mole-Dagbani
Dyula See Manding
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Fulfitlde Fulani, Peul, Fulbe, Fula, Ful, Pulaar,
Adamawa

Galla Oromo
Ganda Luganda
Gaya Gbaya
Ibo Igbo
Kabiay Kabre
Kanuri Manga, Lare, Kagama, Bornu, Sirata
Kongo KiKongo, Kituba, Kingala
Lingala Bangala, Ngala, Mangala
Luba CiLuba, Tshiluba
Luhya Lukuya
Malinke See Manding
Manding Bambara, Dyula, Mandinka, Malinke, Mande,

Jula, Dioula, Mandekan, Kangbe, Mandingo
Mossi More
Nganguela Ganguela
Ngbandi Banda
Nyanja Chinyanja, Chewa, Chichewa
Rundi Kirundi
Sango A pidgin "based on Ngbandi," (Morrison, p.

2001
Song'ai Songhay, Songhai, Sonay
Sotho Sesotho
Swahili Kiswahili, Mbalazi, Tanga
Swati Swazi, Siswati
Tamahiq Tamacheq, Tamasheq
Teke Lali, Lari
Rawana Setswana
Wolof Oulof, Olof, Jolof

Tables 3 and 4. Population groowth and projections

The population growth rates are period averages calculated from
mid-year population estimates. All means are weighted by each country's
share in the aggregate population.

The estimates of gopulation for mid-1984 are based on data from
the U.N. Population Division and World Bank data files. In many cases,
they take I.nto account the results of recent population censuses. Note
again that refugees not permanently settled in the country of asylum are
generally considered to be part of the population of the country of
origin.

Povulation groiections are made starting with information on
total population by age and sex, fertility and mortality rates and
international migration in the base year 1980. These parameters are
projected at five year intervals on the basis of generalized assumptions
until the population becomes stationary.

To project fertility rates, the yaar in which fertility will
reach replacement level is estimated (see definition below). These
estimates are speculative and are based on trends in crude birth rates,
total fertility rates (see notes to Table 5 for definitions), female life
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expectancy at birth, and the performance of family planning programs. For
most countries in Sub-Saharan Africa, total fertilitv rates are assumed to
remain constant for some time and then to decline until replacement level
is reached. For a few countries, they are assumed to inctease until
1990-1995 and then to decline.

Mortality rates are projected as a function of the female primary
enrollment ratio and life expectancy in 1980-1985. For a gi,en life
expectancy at birth, the annual increments during the projection period
are larger in countries with a primary school enrollment ratio greater
than 70% and a life expectancy of up to 62.5 years. At higher life
expectancies, the increments are the same.

Migration rates are based on past and present trends in migration
flows. The estimates of future net migration rates are assumed to be zero
by 2000, but for a few countries, they are assumed to be zero by 2025.

The 1980 base-year estimates are from updated files of the U.N.
World Population Prospects as Assessed in 1982, the most recent issues of
the U.N. Population and Vital Statistics Report, World Bank country data,
and national population censuses.

The net reproduction rate (NRR) indicates the number of daughters
a newborn girl would bear during her lifetime, assuming fixed age-specific
fertility and mortality rates. An NRR of 1 indicates that fertility is at
replacement level. At this rate, child-bearing women, on average, bear
only enough daughters to replace themselves in the population.

A stationary population is one in which age- and sex-specific
mortslity rates have not changed over a long period, while age-specific
fertility rates have simultaneously remained at replacement level (NRR
-1). In such a population, the birth rate is constant and equal to the
death rate, the age structure is constant, and the growth rate is zero.

Population momentum is the tendency for population growth to
continue beyond the time that replacement-level fertilizy has been reached
(NRR=1). The momentum of a population in year t is measured as a ratio of
the ultimate stationary population to the population in the year t,
assuming that fertility remains at replacement level from the year t
onward.

The estimates of the hypothetical size of the stationary
population and the assumed year of reaching replacemeint-level fertility
are speculative and should not be regarded as predicticns. They are
included to show the long-run implications of recent fertility and
mortality trends on the basis of highly stylized assumptions. A more
complete description of the methods and assumptions used in calculating
the estimates is available in the World Bank publication, Wlorld Population
Prolections - 1985: Short- and Long-Term Estimates By Aga and Sex With
Related Demographic Statistics.
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Table 5. Demography and fertility

Crude birth and death rates indicate the number of live births
and deaths per thousand population in a year. The total fertility rate
represents the number of children that would be born per woman if she were
to live until the end of her childbearing years and bear children in
accordance with prevailing age-specific fertility rates.

The means for all indicators are weighted by each country's share
in the aggregate population. The data sources are the same as those cited
in the notes to Table i.

Table 6. Urbanization

The data on urban population as a percentage of total population
are from the U.N. Estimates and Proiections of Urban, Rural and City
Populations 1950-2025: The 1982 Assessment, 1985, supplemented by data
from various issues of the U.N. Demographic Yearbook, and from the World
Bank.

The urban population growth rates are calculated from the World
Bank's population estimates; the estimates of urban population shares are
calculated from the sources cited in Tables 1, 3 and 4. Data on urban
agglomeration are from the U.N. Patterns of Urban and Rural Population
Growth, 1980.

Because estimates in this table are based on different national
definitions of what is "urban," cross-country comparisons should be made
with caution.

The means for urban population as a percentage of total
population are calculated from country percentages weighted by each
country's share in the aggregate population; the other means are weighted
in the same fashion, using urban population.

Table 7. Labor force

Estimates of the population of working age refer to the
population aged 15-64 and are based on World Bank population estimates for
1984 and previous years. The means are weighted by population.

The labo. force refers to economically active persons aged 10
years and over, including the armed forces and the unemployed, but
excluding housewives, students and other economically inactive groups.
The agricultural sector comprises agriculture, forestry, hunting, and
fishing. Industry comprises mining, manufacturing, construction, and
electricity, water and gas. All other branches of economic activity are
categorized as services. Estimates of the sectoral distribution of the
labor force are from the International Labor Organization (ILO), Labor
Force Estimates and Projections, 1950-2000, 3rd edition, and from the
World Bank. Means are weighted by the size of the labor force.
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The labor force growth rates are derived from the Bank's
population projections and from ITL data on age-specific activity rates in
the source cited above. The application of the ILO activity rates to the
Bank's latest population estimates may be inappropriate for some countries
in which there have been important changes in unemployment and
underemployment, in international and internal migration, or in both. The
labor force projected growth rates should therefore be used with caution.
The summary measures for 1965-73 and 1973-84 are country growth rates
weighted by each country's share in the aggregate labor force in 1973;
those for 1980-2000, by each country's share in the aggregate labor force
in 1980.

Table 8. Growth of production

Gross domestic product measures the final output of goods and
services produced by an economy, i.e., by residents and nonresidents,
regardless of the allocation to domestic and foreign claims and without
deductions for depreciation. Sectoral definitions are described in the
notes to Table 7.

The figures for GDP are dollar values converted from local
currency by using the single-year official exchange rates. For a few
countries where the official exchange rate does not reflect the rate
effectively applied to actual foreign exchange transactions, an alternative
convers'on factor is used.

Growth rates were calculated from constant price series using the
least squares method.

Table 9. Central government expenditure

Central government expenditure comprises current and capital
expenditure by all government offices, departments, establishments, and
other bodies that are agencies or instruments of the central authority of
a country. The shares of government expenditure by category are
calculated from national currencies.

Defense comprises all expenditure on the maintenance of military
forces; including the purchase of military supplies and equipment,
construction, recruiting and training. Expenditure on strengthening
public services to meet wartime emergencies, the training of civil defense
personnel, research and development, and on the administration of military
aid programs are also included.

Education comprises expenditure on the provision, managetaent,
inspection, and support of pre-primary, primary, and secondary schools; of
universities and colleges; and of vocational, technical and other training
institutions by central governments. Also included is expenditure on the
general administration and regulation of the education system; on
research; and on such subsidiary services as transport, school meals, and
medical and dental services in schools. The differences between the
percentages shown in this table and those in table 14 are attributable to
differences in the years of the data.
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Health covers public expenditure on hospitals, medical and dental
centers, and clinics with a major medical component; on national health
and medical insurance schemes; and on family planning and preventive care.
Also included is expenditure for the administration and regulation of
relevant government departments, hospitals and clinics, health and
sanitation, national health and medical insurance schemes and research
and development.

Housing and community amenities covers public expenditure on
housing including the support of housing and slum clearance activities,
community development activities and sanitary services. Social security
and welfare covers compensation to the sick and temporarily disabled for
loss of income; payments to the elderly, the permanently disabled, and the
unemployed; and family, maternity, and child allowances. The welfare
category also includes the cost of welfare services such as care of the
aged, the disabled and children, as well as the cost of general
administration, regulation, and research associated with social security
and welfare services.

Economic services includes public expenditure associated with the
regulation, support, and more efficient operation of business, and
economic development; redressing regional imbalances, and the creation of
employment opportunities. Among the activities included are: research,
trade promotion, geological surveys, and inspection and regulation of
particular industries. The five major categories of economic services are
fuel and energy, agriculture, industry, transportation and communication,
and other economic affairs and services.

The other category covers expenditure on the general
administration of government not included elsewhere; for a few countries,
it also includes amounts that could not be allocated to other components.

Overall surplus/deficit is defined as current and capital revenue
and grants received, less total expenditure less lending minus repayments.

The means for the percentage distribution of central government
expenditure are computed from group totals for the expenditure components
and central government expenditure in current dollars. Those for total
government expenditure as a percentage of GNP and for overall
surplus/deficit as a percentage of GNP are computed from group totals for
the above total expenditures and overall surpluts/deficit in current
dollars, and GNP in current dollars, respectively.

The data on central government expenditure are from the IMF
Government Finance Statistics Yearbook, 1986, IMF data files, and World
Bank country documentation. The accounts of each country are reported
using the system of definitions and classifications found in the IMF
Manual on Government Finance Statistics. However, due to differences in
data coverage, the components of central government expenditure may not be
comparable across countries.
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Table 10. Disbursements of official development assistance

Net disbursements of ODA from all sources consist of loans and
grants made on concessional financial terms by all bilateral agencies and
multilateral sources with the object of promoting economic development and
welfare. Net disbursements equal gross disbursements less payments to
donors for amortization. Net disbursements are shown per capita and as a
percentage of GNP.

The means of per capita ODA are computed from group aggregates
for population and for ODA; those for ODA as a percentage of GNP are
computed from group totals for ODA and for GNP in current U.S. dollars.

Table 11. External public debt service ratios

External public debt outstanding and disbursed represents public
and publicly guaranteed loans drawn at year-end, net of repayments of
principal and write-offs. To estimate external public debt as a
percentage of GNP, public debt is converted into U.S. dollars from
currencies of repayment at end-of-year official exchange rates. GNP is
converted from national currencies into current dollars by the method
described in the notes to Table 8. The mean ratios of external debt to
GNP are weighted by current dollar GNP.

Interest payments are actual payments made on the disbursed and
outstanding public and publicly guaranteed debt in foreign currencies,
goods, or services. They include commitment charges on undisbursed debt
when such information is available.

Debt service is the sum of actual repayments of principal
(amortization) and actual payments of interest made in foreign currencies,
goods, or services on external public and publicly guaranteed debt. The
mean ratios of public debt and debt service to GNP are weighted by GNP in
current dollars. The mean ratios of debt service to exports of goods and
services are weighted by exports of goods and services in current dollars.

PART C. SUPPLEMENTARY AND SUMMARY TABLES

Table 1. Countries with Populations Under One-Half Million People

Unless otherwise noted, these data come from the Education Sector
Policy Paper, African Development Bank, January 1986. All such entries
are based on the most recent information available, generally from the
years 1979, 1980, or 1981.

Other data sources are:
a/ The World Bank, 1983.
b/ UNESCO Statistical Yearbook 1986; figures are for 1982.
c/ The World Bank, 1987; figure is for 1985.
d/ The World Bank, 1984.
e/ Literacy rate; The World Bank, 1984.
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f/ Includes 20,065 and 1.782 students in public and private
schools, respectively, Excludes 2,500 students enrolled in independent
private schools.

g/ The World Bank, 1986; figure is for 1977.

Table 3. Estimated Average Years of Education Attended by Working Age
Population

The average years of education is the ratio of "educ. _.aal
stock" to working age population. The educational stock series was
constructed as a weighted sum of the enrollwrnt of students by level
(primary, secondary, post-secondary) during the previous 58 years. The
term "working age population" includes ages 15 through 64. For details
see Lau-Jamison (1987).

Table 4. LVteracy

The "adult literacy rate" is the percentage of persons aged 15
and over who can read and write. The 1960 data come from the World
Development Report 1983 and other World Bank data sources. These data are
based primarily on information from UNESCO, supplemented by World Bank
data. Because these data are normally gathered in large-scale demographic
surveys and censuses, they often are not available for the more recent
year. For some countries the estimates are for years other than, but
generally not more than two years diptant from, those specificied. Thus
the series are not comparable for all countries. Data for 1985 or latest
year data are from The Current Literacy Structure in the World, UNESCO,
1985.

Table 5. Comparisons of Achievement

Column (a) is based on data from the International Association
for the Evaluation of Educational Achievement (IEA) Second Study of
Mathematics as reported in [Livingstone, 1985]. Tests were administered in
participating countries to 13-year-old students in five mathematics
subfields.

Columns (b) and (c) are based on (Heyneman, 1980]. Scores for
all countries other than Malawi were obtained under the auspices of the
ILEA. Respondents in these countries were ten years old. The scores for
Malawi are not strictly comparable. The tests were administered by a
World Bank mission in just two districts of the country (Mulanje and
Nsanje). The questions were in English rather than in the vernacular
languages of the districts (although instruction past the first few years
of primary school in Malawi is also in English). The Malawian respondents
were older (16 years old on average) than the IEA surveyed students.

Table 6. Gross Primary Enrollment Ratios

All figures are for 1983. All are percents except those in
column (f), which are 1983 dollars. The averages shown are weighted means
(w) and medians (m).
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Table 7. Enrollment Characteristics and Education Expendicures by
Secondary Enrollment Groups

A:.1 figures are for 1982. The averages shown are weighted means
(w) and mediano (m).
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